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ABSTRACT
This thesis concerns the promotion and use of resources (human and 
material) by teachers, students and librarians in particular tasks 
at school. The research questions addressed are :
(1) What expectations do teachers have of students' 
resource use, and how do they inform the students 
of such expectations ?
(2) What resources do students seek and use, and on what 
do they base their decisions ?
(3) How are the roles of school library and librarian 
perceived by (i) teachers, (ii) students, and 
(iii) librarians, in the context of teaching and 
learning, particularly at Sixth form level ?
These three questions are seen to be closely connected, and the 
interrelatedness is examined from the viewpoints of teachers, 
students and librarians.
The methodology used is threefold :
(i) primary source : pilot- and case—studies in a variety 
of school settings, based on observation and interviews;
(ii) comparative primary source : pilot- and case-studies in 
several schools in Germany;
(iii) secondary source : analysis and interpretation of some 
of the LASS (Library Access and Sixth-form Studies) 
project case records.
Among specific topics examined are : the image of library and
üfc>r‘arian; non—school resources; the influence of examinations; 
the resource of prior experience.
—  i i  —
Most of the fieldwork was undertaken in Sixth form settings, but 
findings from other contexts are included.
The findings show many parallels between British and West German 
orientations to, and use of, resources. There is :
(i) little consensus in the perception of resource use­
fulness between teachers, librarians and students;
(ii) frequent mismatch between quantity and actual use of 
material resources;
(iii) under-use of human resources, especially that of 
prior experience;
(iv) a negative image of the librarian.
It is suggested that greater interaction between teachers and 
librarians in their respective training courses, and a recognition 
of the value of students' own perceptions, could be first steps 
towards a fuller awareness and exploitation of available resources, 
which in turn may affect curriculum and examination demands.
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CHAPTER I : INTRODUCTION AND BACKGROUND
A description of the conception, progress and development of this 
project will also be a description of my own changing perceptions and 
development over the past years. The concern upon which the research 
is based - students1 tasks and use of resources - is one which has no 
set limits in time or dimension ; it is one which has been, and currently 
still is, addressed by many researchers, individual and collaborative.
It is a seemingly boundless field of closely-linked strands of enquiry, 
and I have had to exercise great discipline to be content with 
selecting from it a few research questions for closer scrutiny. My 
own interest in this research field has no conscious beginning, and 
it is most certainly still an ongoing concern. This study is neither 
definitive nor prescriptive; it is the story of my own endeavours to 
shed some light upon one aspect in the process of teaching and 
learning, namely that concerning the use (or non-use) of resources 
by students when they are tackling a given task or assignment.
Before pursuing this further, it is necessary to begin with some 
definitions of the title and a description of the background to the 
project :
(1) what resources?
(2) which students?
(3) why my concern?
CD what resources : in the context of this study "resources"
mean any human or material aids available to teachers and learners in 
their endeavours to fulfil a given task. Such "availability" may be 
conscious or, indeed, not conscious, eg. something remembered from 
past experience in the same or different context. They do not 
include overall financial resources required for the establishment
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or maintenance of school buildings, libraries or.resource centres.
^  which students : in the main, those at Sixth form
level. This choice of level was not predetermined ab initio - it 
evolved from preliminary investigations and reflection within a much 
wider context, from primary school to university; and, indeed, 
reference will be made to such findings and thoughts where relevant. 
However, in order to obtain some depth into the project, I felt it 
was essential to concentrate on one level only. Why Sixth form in 
preference to others? Several reasons :
(i) the concept and ethos of the Sixth form is still 
relatively unexplored;
(n) it is seen as an important transition stage between 
compulsory and optional education, between students' 
state of dependence and independence ;
(iii) research into this area was advocated in the library 
profession (Irving & Snape, 1979);
(iv) an additional impetus was the fact that both my 
daughters would be experiencing Sixth form "life and 
letters during the time of my research.
(3) why my concern : the subject is of long-standing interest
to me, shaped by my personal experience as librarian (= custodian of 
resources) and library consumer (= user of books); as teacher (= promoter 
of resources) and parent (= observer of young people's decision-making 
and actual use of resources). The ensuing multitude of perspectives 
led to a feeling of unease, to the conviction that there are many 
assumptions about the use of resources for which there is scant 
evidence; and, most important, that in our anxiety to cope with the 
information explosion we may have developed high technology, but may 
also have neglected the individuality of the consumer for whom
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sjuch. technology is devised. There is still a large gap between, 
on the one hand, what we know (and are endeavouring to find out) 
about the process of learning, and, on the other, what we are 
achieving in our efforts to promote the use of products of learning 
C= resources). Both aspects will be discussed more fully later on.
The word assumptions must be stressed, as must expectations : I have 
found both words frequently used in the literature and in conversations 
teachers and librarians, and they sharpened my impression that 
there are wide gulfs of understanding between teachers, librarians 
and students about how to achieve the objectives of Sixth form 
education (objectives which, in themselves, seem to be anything but 
clearly defined). Teachers and examiners expect students to read 
widely and to progress from dependence to independence; librarians 
expect teachers and students to make use of 'their' resources ; and 
students - ? Here the passive voice takes over : "We are expected 
to read . .. ", "We are meant to go to the library ■...", : somewhere 
the smooth linear progression falters.
This was one part of my 'unease'. Another, more fundamental, was 
that, again in both conversation and library/educational literature, 
there was an alarming paucity of references to the individual 
student, teacher and librarian, as also to the potential usefulness of 
these three parties as resources in themselves. "Resources" are seen 
to be material goods - books, journals, audiovisual aids. It is rare 
indeed to find any acknowledgment that a teacher him/herself can be 
a resource, that a student may find peers a useful resource — and 
even rarer that a teacher might glean something from a student. The 
experiences of the human resources involved, so often stressed 
by theorists like George Kelly, Ausubel, Gagne; the rich and varied 
tapestry that our own construction of reality can bring to the more
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formal and set process of education, seem often.to be overlooked and 
understressed. In the.course of my research I found myself veering 
more and more away from the initial question of "what" information 
was requested and (possibly) found when working on a given task, to 
"where" and "why" such information was sought and "how" it was used.
In other words, I turned to the individual (teacher, student, 
librarian) to try and ascertain to what degree individual decision- 
making would satisfy the stated 'expectations' and 'assumptions'.
My investigations have run along several parallel lines : a continuous 
reading of relevant literature to keep me abreast of current thinking 
and practice in my field of research; practical fieldwork in a 
variety of educational settings; and ongoing conversations and 
discussions with my colleagues and friends, and with my daughters and 
their (student) friends. I stress this multidimensional aspect 
because it is important to me that the views and impressions, the 
statements and suggestions I have gathered over the past few years 
should be seen not as a separate body of information, a one-off piece 
of research, but as an integral part of the teaching and learning 
world within which we live and function : for me, it is a continuum.
There is one other parallel line throughout the research : as I am 
investigating how students decide upon and actually use resources in 
their learning, I felt I should apply the same questioning to myself : 
what criteria did I_use for selecting resources for this research?
Was I always aware of these criteria or did I discover them only after 
facing myself with "Why did I feel this book would be useful?" and 
"I might have asked X about this but didn't - why?" This self-analysis, 
too, has been an ongoing process and has produced a great deal of 
illuminating evidence supporting my hypothesis that prior experience
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a.nd assimilated knowledge affect our decision-making, our choices 
and rejections, to an astonishing extent. I have tried to be 
honest with myself in this context because, when questioning others, 
X must accept what they say : X can interpret their explanations 
and statements, but such interpretation will be based on what I 
hear them say [which in itself will be selective) , and -
"at all levels of the (educational) system what 
people think they are doing, what they say they 
are doing, what they appear to others to be doing, 
and what in fact they are doing, may be sources of 
considerable discrepancy."
(MacDonald Walker, 1978, p.186)
On an honest one-to-oneself basis, I hoped that such 'discrepancy' 
would be minimised.
My reflections on the seeming mismatches between stated aims and 
objectives in the context of resource—use by Sixth form students 
gradually led to a sharper focus of my concerns and to the 
formulation of three questions:-
(1) What expectations do teachers have of students'
resource use, and how do they inform the students
of such expectations?
(2) What resources do students seek and use, and on
what do they base their decisions?
(3) How are the roles of school library and librarian*
perceived by (i) teachers, (ii) students, and
Ciiil librarians, in the context of teaching and 
learning at Sixth form level?
(* in the context of this study, 'library' and 'librarian' mean any 
type of resource facility/facilitator)
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The three questions are closely interrelated : teachers' expectations 
will be founded, inter alia, on (a) their own experience of learning, 
Cb) their experience of libraries and librarians, (c) their 
professional training, (_d) their perception of the task in hand.
Cel their assessment of their students' capabilities and interest in 
the set task. Students' decision-making will be heavily influenced 
by (a) their perception of the teachers, (b) their understanding of 
the task involved, (c) their experience of libraries and librarians, 
(d) the availability of resources; and librarians, in turn, will have 
their perceptions of students, teachers, resources, the task involved, 
and their experience of whatever library training they may have had.
We thus have a simple model :
STUDENTS
TASKS
TEACHERS LIBRARIANS
This triangulation has been used as a model by other researchers, 
^albeit mainly in higher education (Roy 1974, Blackie & Smith, 1982 
and particularly, Fjallbrant & Mailey, 1984), and the three components 
of the ‘triangle1 have been described as separate entities which 
need to link more closely (Noble 1980) . But the ' simple ' model is 
only seemingly so : it contains many facets, variables, off-shoots; 
its shape is by no means fixed in time or situation. The further I
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proceeded in my enquiries, the more complex my area of research 
seemed to become. I also found that my concern is shared - in two 
respects: (.1) the relationships between the three parties, as out­
lined above, and (2) the place this interwoven ’triangle1 takes in 
the wider educational context. The general swing from teacher- 
centred to student-centred interests has been evident in library 
literature, too — although, generally speaking, it has lagged far 
behind other educational contexts : but that has to do with other 
considerations such as the image of library and librarian in their 
own and teachers' eyes (see p.26Qf$)- which, in turn, may have been 
shaped by their respective forms of training (see pp.263ff)*
I said earlier that my research proceeded along several parallel lines.
It seemed to me essential that whatever data I collected from field
work must be set alongside whatever I had gleaned from literature
(and was continuing to glean), and within the framework of my own
philosophy of education. Such personal views did not, of Course,
suddenly spring up when I began the research : the more I looked
back, the more my conviction grew that here, too, there was no
conscious beginning. It was merely a case of more conscious seeing,
hearing, remembering. I found that experiences of my own schooldays
(long, long ago) and of my library training (long ago) on the one .
hand (= formal education), and my overall life experience (even
longer) on the other (= informal education) were constantly to hand,
so to speak, as I questioned and listened and hypothesised : indeed,
it was this very fact of recall that shaped my hypothesis that the
knowledge gained through the'experience of living is readily
available for recall r- as and when needed. But that ’need’ has to be
felt, not imposed. Once I had accepted this and applied it to the
educational context with which this study is concerned, I could begin 
to focus on the basic research questions.
CHAPTER II : RELEVANCE OF LITERATURE
Rationale
It is customary to devote a chapter in a research study such as this 
to a separate "literature review". Perhaps it is my training as a 
librarian and my experience of compiling bibliographies that make me - 
contrarily - hesitate to present such a "review" as a separate 
entity; more probably it is my way of life that would make such an 
exercise precisely that - an arbitrary exercise with set limits. As 
such, it would be a misfit in this account, it would break the 
continuum. My background is arts-orientated, and reading to me is 
not a separate task; nor is there for me a conscious separation 
between 'information, education and entertainment' (to borrow the 
BBC Charter's basic objectives) as far as reading matter is concerned 
I have in the past found as much useful material in works of fiction 
as in 'educational' tomes, and research for the present study has 
proved the same. Furthermore, there has recently been a spate of 
literature on research process and techniques, on case studies, on 
the stance of researchers vis-a-vis their research fields, which I 
have constantly referred to before, during and after my own field 
work - and that, to me, seems the proper place to review such texts : 
when their usefulness is apposite.
Hence the printed resources which have helped to formulate the basis 
and progression of my work are reviewed and assessed in situ, in line 
with the historical development of the project.
►
Library User Education
It was the 1ibrary-user-education platform that first alerted me to 
that feeling of unease in the context of teacher/student/librarian 
resources. This was a platform which grew increasingly popular with 
librarians during the 1970's, and was based upon their dissatisfaction 
with the way 'their' libraries (and especially catalogues and
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classification systems) were used. It was, at that relatively 
'prosperous time, not a question of concern over low stocks of books/ 
journals - on the contrary, as a result of the 'information explosion1 
of the 1960's, library shelves were richly endowed with material; 
indeed, information was dubbed the "unscarce resource" (Saunders,
1980, p.3981 : but it was also "The neglected resource" (Slater 1981), 
a question of the limited or 'wrong' use of such riches that was the 
concern of the librarians : and this led to the conviction that users 
of libraries must be 'educated'. The somewhat simplistic model was 
put forward that -
librarian instructs student
4
student learns
4
student applies learning
. i
student uses catalogues etc.i
librarian is satisfied
But the very first piece of input into this model — "librarian instructs 
student" - already begs the questions 'what?', 'how?' - long before the 
stage of facing up to the 'why' is reached — not to mention the 
student's (possible) satisfaction. Librarians first felt that it was 
essential to instruct users in the mechanics of librarianship : they -
... cram(med) their lectures full of the most intricate 
details of bibliographical practice. And when the 
lectures fail (the students fall asleep or just don't 
turn up) instead of asking whether the whole thing 
is misconceived ... they have decided that it is their 
method of teaching that is wrong. So we have had a 
seemingly endless succession of suggestions on im^ 
proving our teaching. Perhaps the students need
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something concrete to take away from the lectures; so 
we all set about producing guide-sheets, factfinders, 
signposts, how to find out about this, that and the 
other ... Then perhaps it is not just a question of 
producing more guides but better guides ; so we 
commission Aslib to survey subject guides to sources 
of information and recommend improvements. Perhaps . 
we should encourage our students to use more of the 
large published guides to the literature in our 
libraries; so_ we all set about stocking up ... from 
the selective list of over 200 recently published 
guides ... Perhaps the answer is to make the subject 
more interesting by using audiovisual aids; so^  we 
all set about making audio-cassettes, tape/slide 
guides, video-cassettes and so on. Perhaps the real 
problem is that librarians just cannot teach; S£ we 
organise a project on teaching librarians how to 
teach. Above all, everyone cries, we must evaluate; 
so we all set about arguing over which is the best 
method of evaluation."
(Lester, 1979, p.372) (author's emphases)
Lester wrote this with university students in mind. But it is no less 
relevant for Sixth-form students (who are, after all, only a year or 
two removed from that level). An interesting parallel can also be 
drawn between Lester's comments re librarians' anxieties and their 
steps to overcome these, with teachers' anxieties - they have the same 
concerns, doubts, trials and errors with various innovations, constant 
questioning, cry for evaluation. In theory, this parallel is not 
surprising : after all, librarians are as concerned with education in 
the widest sense as teachers (and have been called "teachers whose 
subject is learning itself" (Knight 1968, foreword)); both groups 
deal with students — the three sides of the 'triangle * should be 
unbroken and relate to one another ... in practice, though, this 
delightful model of collaboration and thinking—along—similar-lines 
has not yet been achieved.
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Throughout librarians' attempts to find the 'answer' to their 
perceived under-use of resources the idea of perhaps asking the actual 
object of their concern - the user - is not much in evidence. As 
suggested earlier, this shift of orientation from teacher/librarian 
to taught/student seems to have been very much slower in the library 
world than in the teaching world (although X remember recently at 
a language teachers1 meeting, when, on the subject of devising a new 
course-book, I suggested asking the students for whom the book was 
intended as to what type of contents they might find useful. I was 
told there's no point in asking them : they wouldn't know") (but 
see p. 13). The whole history of library-user education is a fascinating 
mirror-image of so many new ideas : it came, it was found worthy of 
investigation, it was seen to take on life, papers and books with 
confident titles like "Progress in educating the library user"
(bubans, 1978) giving rise to a burst of projects which led to surveys
( Current R & D projects in user education in the UK" (Malley, 1979)) _
then gradually the downward slope begins with less confident "Library 
user education : are new approaches needed?" (BL Report 5503, 1980), 
an article, bravely published in a library journal, entitled "There 
is no real need for students to know how to use the library"
(Sween, 1981); and by 1983, at the Third International Conference on 
Library User Education, we have, alongside papers on specific library- 
use projects, alarm bells like "User education : time for a rethink?" 
(Morris, 1983), and a remarkable condemnation by Maurice Line 
(Director General of the British Library Lending Division) in his 
Thoughts of a non—user, non—educator":
'User education' must be one of the less sensible terms 
invented by librarians. In the first place, it makes 
no sense whatever out of context ... Secondly, it 
implies a concern only with users, whereas we are or
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should be equally concerned with non-users ... 
in fact, we are, or should be, concerned with people.
Thirdly, 1 education' suggests that the victims are 
illiterate or at best ignorant : they may well have 
areas of ignorance, but ’education1 implies something 
far more comprehensive than guidance in the use of 
catalogues or abstracting services. The term ’user 
education1 seems to me at the same time meaningless,
inaccurate, pretentious and patronising ___ Much
'user education' conceals a certain contempt of 
users."
(Line, 1983by pp. 3-4)
Line has always spoken out clearly. While in the above extract he 
talks of contempt of the user1, he had already in 1980 commented on 
ignoring the user :
"I do not propose to go into the history of ignoring 
users, since there is not time to give an account 
of librarian ship from its beginning ...1
(Line, 1980, p.80)
Thus the plotted curve of the rise—and—fall of user education goes 
down and down. The news, just released (May 1985) that the proposed 
Fourth International Conference on User Education, schedule! for this 
year, has been cancelled through lack of good papers on innovations 
(Malley, 1985) seems to sound the death knell for the whole user 
education movement.
The main reason must lie in Line1s last-quoted comment : the ignoring 
of the user, ie. the mismatch between what is offered and what is 
actually required. The plaintive cry
"no one is using us the way we think we ought to 
be used"
CSween, 1981, p.66)
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gives way to the acknowledgment that
"as a basis we need to know the process which.people 
go through in determining whether or not they are 
going to pursue information"
(ibid, p.69)
and this led me to my own pursuit of finding out more about learning 
Per se : viewed again in the context of the historical development of 
my research study, this had to be the next step. Concurrent with my 
absorption in the user education movement I had been actively 
observing students in libraries, participated in user-education 
P-co9^aiIU:Iies, and listened to students' comments. I had come across 
the Gothenburg School; I was becoming increasingly interested in the 
ideas of George Kelly who felt that
the client s definition of the problems was important 
and ought to be elicited. One should seek the client's 
views - after all, 'he might know'."
(Pope, 1982, p.4)
Gradually all these impressions began to 'gel'. From my initial 
confidence as library-user and belief in library user education for 
those with less confidence, I progressed towards acknowledging that
"we know practically nothing about the what-why-how- 
when—and—where of book use."
(Ford, 1973, p.100)
(and 'book' may be extended to encompass 'other resources', too). 
Learning Theories
X say "progressed'1, although this may be regarded as a contradiction 
m  terms : it is, after all, progression from 'positive' to 'negative', 
from confidence to doubt. Yet - is doubt not essential for any
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challenge, hypothesis building, research? Confirmatory evidence 
provokes thoughtand leads to the re—examination of findings and 
possible re-structuring of the model guiding the work.
My progression, then, led to an investigation of the learning theories 
that might underpin my uncertainties. Perhaps this sequence should 
be stressed : I had never had any training in educational theory/ 
philosophy/psychology, and now I felt the need to gain some insight 
into this area. To have reversed the sequence would have found me 
unready to assimilate such theoretical support : I had to be exposed 
to practice before I recognised the need for theory.
This next step seemed an excellent way to test the feasibility of one 
of my stated aims : I accepted the necessity for obtaining resources 
to further my own learning - how and where did I_ find such resources? 
My own prior experience as librarian came to the rescue : I 
automatically turned to the references quoted in the literature 
that I had already perused (= material resources); I talked to my 
(student) colleagues (= informal human (peer) resource); I attended 
the Research Methods Programme at the University of Surrey (= formal 
human (teacher) resource); I listened and observed more closely in 
the company of students and teachers, both in educational contexts 
and elsewhere (= resource of life experience). Samuel Johnson 
declared -
Knowledge is of two kinds. We know a subject our­
selves or we know where we can find information upon 
it. When we enquire into any subject, the first 
thing we have to do is to know what books have 
treated of it. This leads us to look at catalogues, 
and the backs of books in libraries."
(Boswell, 1822, p.350)
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Johnson made this pronouncement in 1775, with the confidence of a 
true literatus, a man of letters. A somewhat less confident view 
was expressed two hundred years later :
"Unless we happen to know that information exists, we 
tend to assume that it does not, or that we do not 
need it badly enough to look for it."
(.Gray and Perry, 1975, p.l)
(my emphasis)
X recognised my need and began to look.
Of course, there was an intermeshing of 'resources' : I found myself 
first drawn to articles by researchers whom I knew, such as Marton, 
Laurillard, Hounsell (= primary sources); George Kelly's theories 
were more easily approached in the first instance through their 
exposition and discussion in works by Pope (1982) and Pope and Keen 
(1981) (= secondary source). It seems perfectly natural to start 
from the comfort of familiarity before venturing into the unknown, 
and I found this to be as true of my own research as of that of the 
students and teachers I observed and interviewed in the course of my 
studies.
The research that had been done into the 'deep' and 'surface' levels 
of learning (Marton & Saljo 1976, Laurillard 1978, extensively 
reviewed in Gibbs et al. 1982) intrigued me : could there be links 
between these aspects and Kelly's concern with our ever—fluctuating 
priorities and perceptions of life?
"If it were a static world that we lived in, our 
thinking about it might be static too ..."
[static levels of 'deep' and 'surface' learning?)
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" ... But new things keep happening and our 
predictions keep.turning out in expected and 
unexpected ways. Each day's experience calls 
for the consolidation of some aspects of our 
outlook, revision of some, outright abandonment 
of others."
[Kelly, 1955, p.14)
[see p.210 for my own perceptions of the difference between such 'static' 
and progressive experience.')
Laurillard (1978) submitted that students may have a mixture of 
learning levels, ie. not necessarily one-or-the-other fixed level.
Did these theories apply to an external, practical application of 
learning, such as resource use? An interest in or familiarity with 
a topic of subject given as an assignment may very well induce in 
students the feeling of need for resources to help them with the 
task, and a willingness to immerse themselves 'deeply'; on the other 
hand, a change in their perception of the importance/relevance of the 
task (possibly effected by teacher/librarian attitudes or examination 
criteria) might lead to "revision" or even "outright abandonment" 
of such deep involvement : persuasion/conviction of need had to come 
first.
Indeed, I found such variation of level even within one specific 
curriculum subject, where two teachers taught different parts of the 
History syllabus : students who worked 'deeply' for one part might 
adopt a 'surface' level approach for the other, depending on how 
they perceived the need to do so, which often stemmed from how they 
received the message from the teacher [see ease Study (1) for 
elaboration oh this theme).
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to extension of the 'level' theory was recently undertaken by 
Martin (1982, 1983) who, basing her work on Pask's theories (1976), 
devised 'vignettes' of different types of learners. Her work 
illustrates the mobility of students between the several levels of 
information-using effectiveness. She found, however, that most 
students' overall information-use pattern focused on one or other 
of the given levels, rather than a mixture of two or more.
Advancing from the security of the familiar, I progressed towards 
other theorists and found much support for my hypothesis of 
■familiarity', 'prior knowledge', 'life experience' being the 
foundation of all subsequent learning and information seeking 
behaviour and tactics : Gagne (1965) said,
"It is ... the existence of prior capabilities that 
is slighted or even ignored by most of the 
traditional learning prototypes. And it is these 
prior capabilities that are of crucial importance 
in determining the conditions required for 
subsequent learning.
(pp.20-21)
Ausubel (1978) echoed this.
"The most important single factor influencing 
learning is what the learner already knows.
Ascertain this and teach him accordingly.
(p.163)
and Gawith, (1984), a school librarian says
"Information can be regarded as those resources 
that are used in (th.e) learning process.
These resources are not all 'out t h e r e T h e y  
are as much in the learner as outside ...
(p.38)
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Furthermore —
"It is important we realise that significant learning 
will only take place if the learner perceives 
personal relevance in the matter being learned"
(Pope & Keen, 1981, p.27)
Views such as these have no.doubt played an important role in the 
overall shift of emphasis, in the educational context, from teacher 
to student. The large number of publications recently issued in 
Great Britain with this theme uppermost reflects the dominance of 
such thinking (eg. Driver (1983); Gilbert et al. (1982); Lewis 
(1984); Hopkins & Wideen (1984); Hammersley & Woods (1984); Newton 
(1984); Schostak & Logan (1984); Entwistle & Ramsden (1983)). I 
stress Great Britain because I found no parallel, for instance, in 
Germany : when I recently suggested at a School Librarians Conference 
there that we should perhaps judge the efficiency of our libraries 
from the students' point of view rather than librarians1, this 
suggestion was regarded as quite "revolutionary".'
Hounsell (1980) recommended that
"there (should be) a shift in research perspective, 
with the main focus of the investigation being 
directed towards understanding the information 
process from the viewpoint of the recipient 
rather than that of the provider."
(p.73)
and in a later paper described the
"... clear relationship between what a student is 
trying to get from a learning task, the way the 
student goes about the learning task, and what 
the student learns."
(Hounsell, 1981, p.12)
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thus heavily stressing the student's learning, rather than the 
teacher's teaching. Similarly, Hammersley & Woods (1984) 
suggested that -
"Unless we understand how pupils respond to different 
forms of pedagogy and school organization and why 
they respond in the ways that they do, our efforts 
to increase the effectiveness, or to change the 
impact, of schooling will stand little chance of 
success."
(p. 3)
My own thinking was thus supported by the views of others - a comfort 
to any researcher; but there is always the danger of becoming 
blinkered to the views of those who had different perceptions of 
the teaching/learning process. Fox's article "Personal theories 
of teaching" (1983), a dissection and presentation of his theories 
of teaching and learning helped to put my thoughts into perspective. 
His model, based on teachers' replies to his question "What do you 
mean by teaching?" illustrates four different theories which "are 
reflected by, and interact with, the views that students have of 
the process of learning" (p.151): the transfer theory, shaping 
theory, travelling theory, and growing theory - each with its own 
vocabulary and images. It is best summarised by the reproduction 
of his summary sheet :
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SUttUKY
SHEET
Transfer Theory Shaping Theory Travelling Theory Crowing Theory
Verts 
c œ e e l y  
us *4
Convey, i^iert, iaplant, imbue, 
give, expound, transmit, put 
over, propound, tell.
Develop, mould, demonstrate, 
produce, instruct, condition, 
prepare, direct (give orders)
lead, point the wey, guide, 
initiate, help, show, 
dirsct (show the wey).
Cultivate, encourage, 
nurture, develop, foster, 
enable, help, bring out.
The subject 
setter
Comodity to be transferred, 
to fill a container.
Shaping tools, pattsrn, 
blue print.
Terrain to be explored. 
Vantage points.
Experiences to be incor­
porated into developing 
personality.
The
student
Container to be filled. Inert material (clay, wood, 
metal) to be shaped.
Explorer. Developing personality, 
growing plants.
The
teecher
Tump attendant, food 
processor, bar maid.
Skilled craftssun working on 
raw material or selecting 
and assembling components.
Experienced and expert 
travelling compenion. Guide. 
Provider of travelling aids.
Besource provider. 
Gardner.
Stenderd
teechln*
methods
duplicated notes.
laboratory, workshop, 
practical instructions like 
recipes. Exercises with 
predictable outcomes.
Simulations, projects ate. 
Exercises with unpradicable 
outcomes. Discussions, 
independent learning.
Experiential methods similar 
to travelling theory but 
less structured and more 
spontaneous.
Monitoring
progress
Measuring and sampling 
contents of vessel.
Checking size and shape of 
product.
Comparing notas with 
travelling companion.
Listening to reflections on 
personal development.
Explanations 
of failure - 
teachers vie*
leaky vessels, small
container.
flawed, faulty raw 
material.
Blinkered vision, lack of 
ataminer. Unadventurous, 
lethargic.
Poor start, inadequately 
prepared, no will to develop.
Explanatione 
of failure - 
students vie*
Toot transfer skills, poor 
aim.
Incompetent craftsman. Poor 
or missing blue-print.
Poor guides, poor equipment, 
too many restrictions on
Eestricted diet, unsuitable 
food, incompetent gardner.
Attitude to 
training
Heed simple skills of transfer. Heed shaping to British 
Standard Teacher.
Heed skills of expert guide 
as well as knowledge of
Heed akilte of diagnosing 
needs of individual plants.
(Fox 1983, p.163)
Here was "my" growing theory in which there is
"... recognition ... that the students make significant 
contributions not only to the process and pace of 
their learning but also to the directions, to the 
objectives."
(Fox, 1983, p.157)
Fox quotes Northedge (1976) which is worth re-quoting in part:-
"... we conceive of the teacher as a gardener with the 
9 student's mind ... an area of ground. But ...
I suggest we view the ground as already covered with 
vegetation (concept systems) ... Indeed the area 
shows all the signs of haying been tended by many 
previous gardeners. And, in fact, the present 
gardener is only one of a group each of whom tends 
to specialise in different kinds of plants, but whose
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work may well have side-effects, good or bad, on 
the work of others. In the garden plants will 
tend to grow quite readily regardless of inter­
vention from the gardener, and it is his aim to 
encourage certain plants at the expense of others 
... The gardener does not work towards a 
precisely defined end, since the garden is 
continually changing as different plants come to 
their prime ... And though he may sit back from 
time to time to rest ..., there is never a stage 
when further constructive activity is not 
anticipated."
(quoted in Fox, 1983, p.i57)
What better graphic illustration of the concept of "life experience", 
of ever-shifting perspectives, of the manifold influences upon any 
learner?
Novak (1977) also presents a model which shows the evolution of 
thinking about teaching and learning and, specifically, the role of 
the teacher and resources in this process :
Discipline Student
Conceptuel
structure of
the discipline
Education
CognMlve 
structure of 
the students
Figun 5.2. A represen­
tation of the process of 
education when viewed 
as the transfer of con­
ceptual structure as it 
exists in the discipline to 
the student’s cognitive 
structure.
Discipline Student
Conceptuel 
structure of 
the discipline
Figure 5.3. The process 
of education in which the 
teacher serves as the 
principal source of infor­
mation for learning.
Discipline Student
—"Progrommlng*----------»
-experimentation-------►
-Books, Films. Slides* 
—Other sources -  »
Figure 5.4. A represen­
tation of the process of 
education in which the 
teacher plays a mediat­
ing role, assisting stu­
dents to select and use 
learning resources and 
providing human interac­
tion.
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He describes Fig. 5.4 as the scheme in which
"the teacher is a learning counselor - guiding, 
advising, tutoring, and providing emotional support.
Students* cognitive growth should be enhanced over 
the traditional scheme partly as a function of the 
quality of available learning materials and the 
teachers * skill in obtaining appropriate materials 
and guiding students in their use, and partly as 
a function of the students' prior relevant 
experiences."
(p.134) (my emphasis)
What is missing from Fig. 5.4, in my view, is any link from the 
student back to the teacher - and, through the teacher, back to a 
possible rethinking of the conceptual structure of the discipline 
and the way it is taught : the model lacks the continuum and cross- 
fertilisation of learning on which my own hypotheses are based.
These hypotheses, I felt, should now be tested, albeit tentatively, 
in the field, by means of two pilot studies. I was also hoping 
that, concurrently with such hypothesis-testing, I might be able to 
assess different research methodologies and focus in on one which I 
could subsequently apply. Consequently, while working on the pilot 
studies, I was also turning to the literature on research methods and 
process.
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CHAPTER III PILOT STUDIES
Pilot Study 1: Independent Girls1 School
The mixture in the description of my pilot studies of elicited data, 
my own reflections at the time, and reference to previous and 
subsequent findings is intentional. It is the product of 'recollecting 
in tranquillity ’ the notes I made at the time of that study, imbuing 
them with some of the insight I gained later : the passages in italics 
will, therefore, give an indication of the development and learning, 
hypothesising and testing, that took place within myself. As I am 
researching into one (albeit tiny) aspect of teaching and learning in
others, it is to me of the utmost importance to try and follow my own
learning, to work through the experience of the whole project so that 
I might possibly apply such learning in future tasks - I come back 
to my original premise of the research being an intrinsic part of my 
own experience and development, not an impersonal academic study.
Introduction
As with my initial endeavours to find references to learning theories 
with which I would feel 'comfortable', so with my search for suitable 
pilot studies : I started from the security of the known, something 
familiar - the school attended by my own daughters. This is an 
independent girls' high school (12-18 age range), where I was known not 
only as a parent, but also as an occasional library helper and a 
(very) occasional assistant with A—level German conversation. This 
many-sided connection with the school offered several advantages :
(1) the staff regarded me as a colleague, not only as a parent; and
(2) the students were accustomed to seeing me inside the school, not 
only at the proverbial school gates. Despite this easy access, however, 
there were still the other hurdles faced by every new researcher :
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how should I behave/dress/talk/question; should I sit/stand/perch? 
should I write/take notes; should I tape-record; what was I going 
to ask ie. what did I really want to find out, and how would I go
about structured/unstructured/semi-structured interviews ___ I
asked for help, and was given the advice : "Just go and see what you 
can find out." This seemed unhelpful, until I remembered that in 
the first session of the Research Methods Programme we had been 
similarly instructed merely to "go into that room, observe, and come 
back in twenty minutes". The result had been that every student 
came back with a totally different bbservation': the room was 
perceived from each student’s particular points of reference, ie. 
it bore each one's own construction of ’reality’. If this was 
possible with an inanimate room, was it not wise to give me no 
further instruction than "go and see"? Would I not come back, 
enriched by impressions of a setting which was animate and 
responsive ?
Setting
So I went and saw. The Head of the Sixth Form had arranged for six 
students to be available, and had set aside a science laboratory for 
our use "because it's quiet there". It was also awkward and uncomfort­
able, perching on stools and peering around Bunsen burners. I wondered 
whether it would have been wiser to sacrifice the quietness for a more 
relaxing - albeit noisier - atmosphere of, say, a classroom or common- 
room. However - the setting did provide an easy opening gambit 
because of its contrariness.
My first aim was to re-orientate the students' view of myself from that 
of parent, teacher or librarian to that of a researcher enlisting their 
help. Of the three roles, that of librarian was the most difficult to
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dislodge : my assurance that X did not want to check how many books 
they had borrowed from the school library (with the underlying 
assumption of the-more-the-better) surprised them. My genuine aim 
to find out what they thought about resource use in their work 
surprised them even more : "We1 ve never been asked what we think about 
the use of the library or how we do our work." Would this be true of 
other schools, too? And, of course, my plea for their help with my 
project was another novelty.
Once the students accepted my assurance that they could speak freely 
about their concerns and experiences regarding their work on 
assignments such as essays, they did so with great enthusiasm. I 
posed a typical English Literature topic : write an essay on the 
development of Hamlet's character. How would they go about tackling 
this? The consensus of their replies suggested a mixture of 
(published) literary criticism, their own ideas, their class notes, 
and the teachers own books and tapes. On probing a little further, 
the factor of the students' 'own ideas' seemed to diminish in 
significance, while that of * teachers * recommendations' grew, 
because the latter were considered 'safer'.
These preliminary findings, elicited in a first, unstructured 
conversation (it can hardly be called an 'interview') were corroborated 
in subsequent field work in other schools, not only by myself but also 
by other researchers, eg. the LASS project* workers (see case study 4).
* for description of LASS, see page 167
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School Library
My earlier work in the school library had given me a good opportunity 
for observing whatever action took place there, because (a) the room 
was not large and I sat facing the tables and book stacks; (b) I had 
purposely set myself tasks which would enable me to observe at will 
(eg. filing cards); and (c) not very much action, in fact, took 
place. In my concern not to miss anything that might be useful for 
my data collection I had paper and pen prepared for listing how many 
students pursued what activity in the library, such as browsing among 
books, consulting reference works, comparing with other students, 
scanning journals/newspapers, using the card catalogues : in short - 
despite the doubts and unease which had prompted me to begin this whole 
project, my library training and prior experience as library user 
were still firmly rooted in my assumption that I would witness 
extensive and intensive use of the plentiful resources on show.
I witnessed no such activity.
Journals, clearly displayed in racks, remained untouched.
One newspaper was scanned (TV page) . A French dictionary was consulted. 
The subject catalogue was tentatively pulled out by one student, 
flicked through, put back. A group of three students went straight 
to the British Social History section and looked for specific titles 
(ie. pounced on one, searched for others, gave up). The rest was 
silence, although every available seat was occupied : students tiptoed 
in and out; the dropping of a ruler on the uncarpeted floor caused a 
flutter of dismay and furtive glances in my direction - how would I 
react to the Noise? Even more noticeable was the fact that once 
seated, no student left their place in order to consult any of the 
books by which they were surrounded: I was later told that they were
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not allowed to get up between break-bells because the scratching of 
their chairs and body movement would disturb the concentration of 
others.
In other words : the concept of consulting resources when needed was 
not recognised : at the sound of the bell students had to decide 
instantly which books they might wish to use during the next hour.
There was a practical reason for this : the tables and chairs were 
placed so close to the book—stacks that, when occupied, there was no 
room to squeeze past them in order to look at the books, thus 
negating one of the purposes of a library.
The total hush struck me as uncanny, until I saw a large notice 
on the wall stating that -
"Girls who talk in the Library will be sent 
to the following rooms :
Mondays : ...
Tuesdays : ... (etc)
and will be reported to the Head Mistress."
This was the first time I became consciously aware of the practice of 
forbiddingf rather than permitting, in library contexts - alas, I had 
occasion to witness many such examples in subsequent studies, both in 
this country and in Germany : I have yet to find a library welcoming 
would-be users before stating that they must not drink, eat, smoke, 
talk, that overdue books carry a fine, and that the library will be 
closed during the lunch hour. (but see pp.218ff)
There was, thus, little for me to note down on my sheets of paper, 
prepared for activity in the library.
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There is no qualified librarian in the school. As in so many other 
schools, one member of the English Department acts as librarian in 
her "spare" time, with the help of some students who assist with the 
mundane tasks of labelling and covering books. Prefects sitting in 
the library have authority to reprimand talking students. The 
borrowing procedure is a do-it-yourself system of signing a loans 
book, which, according to staff and students works well. In fact, 
the students with whom I talked doubted whether a 1 real' librarian 
was necessary - they knew where 'their' books were located in the 
library, they did not question the strict rules of silence and were 
thankful that they had a room in which they could get on with their 
work. They regarded some sections as 'good' (eg. History), others 
as 'bad' (eg. Classics, German); in fact, the loans book showed 
quite clearly that while history, English literature and biology books 
were often borrowed, none had been taken out of the Language section.
No need for such books? Out-of-date books stocked? No mention of 
these resources by teachers?
Use of Library Resources
The students clearly regarded the library as a purely academic resource- 
store : the fiction section was 'superfluous' to their needs (= fiction 
provision was seen as a function of the public library). They did not 
use the journals much, but suggested that these could be better 
displayed. But they were well displayed in a proper free-standing 
magazine rack, and they did include, among uThe Economist " and '’New 
Society’', glossies like "Dance and Dancing”, "Plays and Players”.
I tested the use of these seemingly tempting journals by arranging 
them in a certain order one week ; they were in the same order the 
following week.
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It was clear that I was not the only doubter on the use of journals : 
the teacher/librarian asked me to note which magazines were scanned, 
because she 1had her suspicions' that they were not read. This was 
my first experience of acting as catalyst, as outsider effecting 
change, or at least raising people's awareness - a typical Ibsen or 
O ’Neill situation.' When I confirmed her suspicions, she had to face 
the problem or whether to cancel the subscriptions to the glossies 
or to try to persuade the students to read them : she felt such 
journals 'ought' to be in a school library to provide a wider 
educational context than the strictly curriculum-gearêd materials 
like ''The Economist'1.
Her view echoed that of many teachers I interviewed subsequently who 
feel that reading around the subject, extending outwards and, indeed. 
General Studies, ought to be explored by students, especially at 
sixth form level. The basic assumption once again seems to be that 
demand will automatically follow upon supply : yet, surely, even in 
supermarkets this policy needs active promotion of goods supplied; 
and this seems to be lacking in school contexts. Hence the use by 
students of their teachers' own resources such as books and tapes 
(= promoted), non-use of many resources just on display (= not 
promoted). By extension, this mismatch of assumption and reality 
in the context of library resources is also demonstrated by the book 
gifts frequently presented by grateful parents of school-leaving 
students - sumptuously produced art books and specialised encyclopedias, 
more suited for the coffee table than the library bookshelf.
The suspicion among librarians that 'their' catalogues are not used 
as much as they feel they should (one factor in the user-education 
movement) was confirmed in this school library, both by my own 
observation and by the students' expressed view : they knew where the
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books relating to specific (curriculum) subjects were shelved, so 
access was simple. The subject-catalogues, intended (by librarians) 
to facilitate further reading on a given subject, were not really 
necessary, as the teachers would recommend specific titles, and 
they would rather follow the teachers1 recommendations ... back in the 
same groove of teacher-dependence.
Subject Divisions
Furthermore, it was apparent that book-selection and -perusal by 
students was strictly subject-dependent : history books for History, 
the economics book-stack for the subject Economics. My question to 
the students whether they could see any links between any of their 
A-level subjects as far as reading was concerned, gave rise to 
considerable thought and discussion : evidently this possibility 
(and practical application book-wise) had not been considered. The 
only links they could see were among 'fact'-subjects (Mathematics, 
Geography), as contrasted to 'think'-subjects (History, English 
Literature) - the Great Divide into Arts and Sciences. Such strict 
subject boundaries were seen by the majority of students who took 
part in my investigations, and a great number of teachers, although 
some of the latter lamented the fact (but note the different 
orientation described in the following pilot study). Librarians ' 
perceptions are different in this respect because they deal with 
resources on all subjects and can perceive their interrelatedness. 
Influence from that side of the 'triangle' might well have some 
impact upon our endeavours to see education as a whole, not as a 
number of separate parts - but, alas, the image of librarians as an 
influential power is as yet hardly a realistic one.
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Outside Resources
My discussions with the students turned from resources within the 
school to those outside. I asked about school outings. There was 
total agreement about the usefulness of theatre productions of set- 
books; less so about museum visits. The same narrow subject- 
orientation was shown up : the play concentrates precisely on 
curriculum demands. Museums are imprecise - 'too general', 'not 
relevant to syllabus'. An interesting reflection is that museum 
workers and librarians are often grouped together in statistical 
surveys of employment, in 'stress'-tables etc. - with the difference 
that museums are making great strides in modernising, activating and 
promoting their resource potential in education, while libraries 
are not perceived as being progressive.
Conclusions
At the end of my session with the students they reiterated their 
interest in my project and their delight in having had the opportunity 
to give their views on a matter which concerned them. And I left them,
having learned that to 'go and see' is to gain indeed - in several
ways :
(1) I elicited from the students some of their views 
on various aspects of my research area;
(2) I recognised that at the same time as finding out
their perceptions, I was finding out about my own;
(3) (1) and (2) above helped me to formulate some
tentative research questions and to design the 
structure of a research methodology which might 
suit the research and myself.
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Several issues which it might be useful to investigate further were 
highlighted : perception of the library (as a room for studying, 
and as a holder of resources); different resources as judged by 
students and by teachers ; subject-links; students' dependence on 
teachers - all had been touched on, all had signalled a variety 
of views which might be explored more thoroughly, if I found 
similar highlights in other settings.
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Pilot Study 2: Countesthorpe College*
Introduction
The insight I had gained from the first small pilot study encouraged 
me to organise and undertake a second trial case study. Again I made 
use of the 1prop1 of the familiar, in this case in the person of 
the Deputy Principal of the college concerned. In other respects I 
ventured much further, both geographically and education-conceptually : 
from a small independent girls' high school I went to a large 
comprehensive community college - Countesthorpe College in 
Leicestershire. I could hardly have chosen a more contrasting school. 
And this time it was total immersion : I spent one entire week there, 
at the College (and one of its 'feeder' schools) during the day, and 
at my colleague's house at night, which meant talking 'shop' most of 
the time. With hindsight, I marvel at my venture; but it was based 
on blissful ignorance, and it was only when I arrived at the College 
that I realised how deep the chasm is between factual information and 
real experience. (See also German research experience).
Literature Review
I had, of course, as any librarian would, 'done' my literature search, 
used the available printed resources : I had read the core articles 
in *'Where" (Storm, 1973; Watts, 1973), followed these up with 
Michael Armstrong's contributions to *Forum" (Armstrong, 1975;
Armstrong & King, 1976) and revelled in 1 The Countesthorpe experience'* 
(Watts 1977) - without quite realising just how such Countesthorpe 
experience would affect me. I thought I was prepared : I was not.
* permission to identify College granted.
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My own life experience, though long and varied, had not encompassed 
this particular experience, and the ensuing process of adaptation 
and assimilation, both as a person and as a researcher, was 
difficult : my own resourcefulness was stretched to the limit. The 
beliefs, assumptions, hypotheses with which I arrived had to undergo 
tremendous change, testing, development.
Why did I choose Countesthorpe as a subject for investigation? My 
personal connection there was fortuitous but not decisive; a 
local school would have been more convenient for access and, frankly, 
more 'comfortable' from the point of view of traditional structure. 
Countesthorpe, I knew , was considered to be 'radical', 'way out', 
was compared with Summerhill. But I also knew that its emphasis was 
on resource-based and independent learning.
Three good reasons, therefore, for going to that College:
(1) a totally different school structure;
(2) resources as major tool for teaching and learning;
(3) personal link.
Countesthorpe is one of the colleges working within the Leicestershire 
Plan. This is an educational scheme where -
"the college encourages students to explore the 
family, education, work and leisure, social class, 
social stability and change through the expressive 
arts ... as well as through the disciplines and 
techniques of the social sciences. But the major 
emphasis is on the development of the rational 
understanding of the individual in society. This 
includes, for example, the exploration of alternatives 
to the family and alternatives to the school."
(Fairbairn, 1980, p. 126)
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Such 1 explorations1 are made possible by the use of a vast variety of 
resources of which the most important is seen to be the human resource, 
an interaction of individual students, their peers, teachers, and 
others :
" ... independent learning makes possible, and 
almost demands, a much closer interaction between 
students and teacher than is normally the case.
Teachers have come down from their pedestals and 
have to leave the safety of the demonstration 
bench to sit alongside students and join in the 
learning process. They are more likely to be seen 
to have 1 forgotten1 or to have to admit 'I don't 
. know, let's go and look it up', than when they were 
able to hide behind their lesson-preparation notes.
In return they can look forward to getting to know 
their students more thoroughly, to discovering more 
about their learning difficulties than they probably 
would in class-teaching, and to working with groups 
of students who are more likely to be enjoying the 
work they do."
(Watts, 1977, p. 79)
The aspired shift from dependence to independence is made clear :
" ... independent learning does not just involve 
teachers' instructions being written instead of 
spoken so that students can work at their own pace 
and co-exist in mixed ability groups. Independent 
learning seems important for a more basic reason ; 
it carries enormous implications for the student in 
his attitude towards himself as 'learner' and indeed 
himself as a person in relation to others. If he 
does not leave us ready and able to go on learning 
about himself and his world, ready to adjust and even 
radically change his ideas in the face of new 
experiences and new knowledge, then we have failed.
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We want the students to learn in such a way that what 
they learn is not just an addition to their stock of 
knowledge but involves an alteration in their under­
standing. That alteration can only be made by them, 
not imposed on them or presented to them."
(Gallie, 1975, pp.48-49)
The students "have to learn to take responsibility for, and to organise, 
their own learning." (Watts, 1977, p. 77). In all the literature 
describing this ideal of comprehensive, independent learning, the 
emphasis is on shared human resources, on give-and-take between 
teachers and students. In practice, this is effected by an 
arrangement of 'teams' or 'schools-within-schools' : on first arrival 
at the College, each student becomes a member, together with about 
25 others, of a tutor group; and five or six tutor groups work 
together to form a team. Tutors fulfil a pastoral as well as an 
academic role so that
"the tutor is for students and parents the 
single most important person in the college."
(College Prospectus)
Each team has its own defined area, consisting of an open space which 
is used for both work and leisure during breaks and lunch time. Each 
student will remain in the same team, with the same tutor, for two 
years (4th and 5th years), and will spend at least half the week in 
team. Team work is based on a packaged core-curriculum comprising 
English, Mathematics, Science and Social Studies, studied as one 
whole unit, plus optional more structured subjects like modern 
languages. Such options depend on each student's aspirations and 
are fitted into each student's individual timetable wherever possible. 
During team time, the various students may be doing different tasks, 
they may be at different stages of one particular task. This means
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that, being together in one area, there is constant interaction and 
learning between students of similar or different abilities, doing 
diffssrsnt things, using different resources. As for the teacher, 
he -
"—  has to be ready with his own ideas and 
responsive to those of his students, over a very 
broad area of knowledge. The boundaries between 
'academic' and 'pastoral', between different 
'subjects' or 'disciplines', between 'work' and 
'play', between teacher and taught, become, of 
necessity, elusive and shifting ..."
(Armstrong & King, 1976, p.64)
From publications about Countesthorpe I went to those from 
Countesthorpe, ie. written by teachers and students who had 
experienced this teaching-and-learning process. Again, the human 
resource is emphasised. First, a teacher's view :
"As teachers we ... learn from other teachers in 
our team, ... and it is also true to say ... that 
we learn from our students. Quite often I work 
with a student on a theme ... of which I have no 
prior superior knowledge. Indeed, the student 
sometimes has more knowledge than I have of the 
subject. It may be that I have more experience
than a student of learning how to learn, __ but
students do produce perceptions from which I learn 
... I do think that my role as a teacher is no 
longer that of a superior specialist, ... but rather 
that of engaging a student or group of students in a 
dialogue through which both the students' and 
teachers' understanding changes."
(Watts, 1977, p.118)
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Next, an ex-student1s recollection :
"I experienced an incredible feeling of wanting to find 
out for myself, finding out through other people, along 
with the guidance my tutor offered me. His guidance 
came over through a confidence in us both to converse 
freely, without the teacher ever playing the dominant 
role ... Learning became a dynamic experience through, 
the spontaneity, observation and participatory values 
in the team and above all, through the conversation or 
continuous dialogue between teacher and student."
(Watts, 1977, pp.96-97)
And a mature student's comment :
" ... for the first time in my life I have had to 
develop the discipline of self-discipline in 
relation to academic work."
(Watts, 1977, p.103)
Thus, according to the literature, Countesthorpe offered guidance 
to individual students to develop their potential through the help of 
teachers who do not assume a dominant role, and the support of other 
students, so that they can cope with the outside world in after­
school life and become self-reliant and conscientious members of 
society. At the same time, teachers will use students as a resource 
for their own learning and development.
The architecture of the college emphasises this ethos :
"Countesthorpe is circular in shape, each part is 
related to the whole. The architecture symbolises 
the curriculum pattern : we provide for learning 
1 in the round', encouraging our students to make 
connections between the different areas of their 
experience. It is this ability to make connections
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which we consider to be the most important pre­
requisite for adult life ...1
(College Prospectus)
I wondered whether all these assertions and declarations of intent 
were just rhetoric or whether they could be substantiated.
First Impressions (1)
It has often been stated that no researcher can approach any new 
situation totally free from pre-judgment. I find it difficult, with 
hindsight, to assess just what my expectations were of my visit to 
Countesthorpe, of resource use by teachers and students, of the . 
librarian's role in handling the material resources. Certainly, I was 
not prepared (never having experienced it) for the shock, on my first 
visit, of the seemingly total chaos, the deafening noise, the open- 
plan areas in action (or inaction?); for being unable to distinguish 
between teacher and student and community worker and creche assistant; 
for a design area which really demonstrated in practice the avowed 
aim of the Leicestershire Plan:
"... we seek to group together under one 
guiding hand all the subject areas which 
depend upon the understanding of an under­
lying common theme, ie. design. Whether you 
work in metal, wood, plastic, textiles, clay, 
flour or paint, you need first to learn to 
draw, and then go on to appreciate the challenges 
of colour, line and form. Thus in planning the 
design area of secondary schools, the art and craft, 
needlecraft and home economics, the woodwork and 
metalwork rooms, the clay and plastics areas are 
all adjacent and visually connected."
(Fairbairn, 1980, p.6)
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By extension, all the resources are interactively used, passed around, 
'trespassing' into other 'subjects'. Part of the chaos was caused 
by the interaction of human resources : a metalworking student would 
discuss a design matter with an art student who, in turn, might 
advise a home economics student on cake decoration design. There 
were no desks for teachers : they, too, moved about among individual 
and groups of students and teachers. The whole scene seemed to me — 
accustomed to traditional school settings of teacher sitting at desk, 
facing rows of students, in control of 'proper' classrooms — one of 
perpetual motion.
Was some of this motion purposeless, without real results in the context 
of teaching and learning? To a casual observer it might seem so. 
However, fortunately (not only for my research but also for my own 
learning) I was able to explore the happenings at the College for a 
whole week. I had time to absorb and accept the noise, the tumult - 
the Shock of the New -, and to discover some of the results of this 
process.
The multitude of impressions was such that I found it difficult to 
limit my investigations to just a few specific areas, and the 
boundaries of these areas are inevitably indistinct and overlapping.
His impact of the exploitation of the human resource was such that it 
warranted further exploration; and in the field of material resources,
I was eager to discover (i) the overall policy governing these;
(Ü) the type and quantity of stock; and (iii) the type and quantity 
of use.
— 41 —
Human Resources
The importance attached to the human resource as a source of guidance 
and help with the College's overall ethos has already been stressed, 
both by quotation and by description of what I observed. During my 
week's stay I was able to inquire into and find out many other aspects 
of this human resource use
(i) Teachers : all teachers have to offer more than one 'subject' 
speciality. This could be a recreational or another academic subject. 
The reasoning behind this condition of service is not only the 
obvious 'cover' possibilities for absent colleagues, but the concern 
that students should not perceive the tutors in only one limited role, 
ie. they should feel free to consult them on a number of matters.
Among teachers, the dual, and sometimes treble, role tends to blur 
the separate subject distinction so often met in more traditional 
schools (I am reminded of a teacher declaring "I am history").
The non-traditional character of the college is recognised by the 
staff. So is the possibility that new applicants for teaching posts, 
accustomed only to traditional schools/training, may find it difficult 
to adapt. Thus all candidates considered suitable by the interviewers 
are asked to spend one whole day in the College, free to question and 
explore the ongoing activities in order to judge whether the place is 
'right' for them - and, indeed, whether they are 'right' for the 
College. I understand that a good number withdraw their application 
at the end of the day. By means of such elimination the College hopes 
that those who remain will become full members of the College team in 
collaborative work and pastoral care with students and staff.
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(ii) Students : When students on arrival at the College are divided 
into teams, care is taken that friendships groups among those coming 
en bloc from feeder-schools are maintained, not broken up, and this 
policy holds throughout their college life. Such groups are deemed 
so important by teachers and students that the threat of breaking up 
a group is used as a form of (very effective) punishment. The inter- 
group support and encouragement is perceived as far outweighing the 
possibility that there might also be groups of rebels and disrupters.
It is, of course, acknowledged by the staff that discipline is necessary. 
But how is it enforced? The handbook for new staff says -
"Discipline is often seen in negative terms - 
punishment, sanctions and disapproval. I (Deputy 
Principal) feel it should be seen as positively 
as possible, trying to discover the reasons under­
lying antisocial and unacceptable behaviour, and 
doing something about them; redressing any wrong 
if possible; firmness but fairness; encouraging 
self-control on the part of the student.
Frequently poor behaviour is a result of boredom 
and lack of stimulation in work and learning - this 
is something we should be able to put right or at 
least be competent to try and do something about.
Bad behaviour may be the result of pressures at 
home or personal problems, and our close tutor/ 
student relationship can often lead to an 
understanding, practical help or at least moral 
support for students ...
If you are having problems with a student or 
group, do not keep these to yourself. Share 
them ... talk to your colleagues ... and anybody 
you like ... You will meet with sympathy, and 
hopefully, suggestions or even solutions to the 
problem ..."
(Handbook, pp.7-8)
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Teacher-teacher and student-teacher resource for learning, ie. learning 
seen as a life-skill, an extension of the concept of learning of 
specific 'subjects'. Is the task of coping with life not the greatest 
task confronting us?
Not only are friendship groups among students encouraged : equal 
concern is shown for mixed-ability groups. Again, tutors voice their 
conviction that students of different abilities working together will 
benefit and learn from each other.
Two further examples of human resources that fall within this section 
must be considered: librarian/resource officer, and outsiders.
(iii) Resource Officer : As resources are of prime importance for the 
teaching and learning in the College, the resource officer is seen to 
perform an important function. He not only controls all the material 
resources, but also acts as vital link—person between teachers and 
students by cooperating fully with both sides' demands, ie. he brings 
them closer together through learning about their respective demands, 
needs, and active endeavours to satisfy such needs. True to the 
conditions of employment he, too, has other duties in teams and class- 
work so that he, too, is seen not only as the resource—person. Further­
more, by fulfilling these other tasks, he can judge for himself how 
'his' resources are actually used (something that librarians firmly 
rooted to the library are unable to do). The librarian in the college 
is, in fact, a clerical library assistant, responsible for the 
mechanics of issuing books etc. She, too, felt that she knew the 
students who came into the library, she talked to them about their 
concerns, was aware of their hobby-reading. From my observations it 
was clear that students felt at ease with both the librarian and the 
resource-officer.
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Civ) Outsiders as Resource : the quotations at the beginning of
this description of Countesthorpe make it clear that the College is
seen as a stepping stone to the world outside, a preparation for life 
in adulthood. In pursuance of this philosophy, every effort is made 
to establish links with people and institutions who may be used as 
learning resources by the students while they are still at the College. 
Again, such links are seen as two-way : students and tutors go outside, 
and equally, outsiders are brought in, so as to further their under­
standing of what goes on at the College. Thus, parents have free 
access to the College - they may come to look around, to sit-in on 
lessons, to join lessons, to talk to students and teachers. As part 
of the community aspect of the College, there is a creche and also a 
day centre for the elderly. This means that the students will already 
meet during their stay at college not only their contemporaries and 
tutors, but also the very young and the not—so—young: in other words,
those sections of society with whom they will mix far more after
leaving school. Furthermore, there is a specific learning element
• for example, students who want to work with young children as 
a career are given an opportunity while still at school to do practical 
work in the creche - counted as part of their lessons, not as an 
extra-curricular activity : academic and life—skills are mixed.
This mixing of school and adult life is also achieved by a further 
extension : students who have left the College and are working (or 
looking for work) are welcomed back onee a week for an exchange of 
views and experiences with students and staff, with benefits all 
round : current students obtain first-hand accounts of work and 
interview experience; teachers find out how their ex—students are 
faring; and these ex—students can still use their old teachers as 
resource for advice and counselling.
— 45 —
At all times, students are encouraged to view other community 
institutions as potential sources of information and inspiration, eg. 
their family, places of employment, youth clubs.
I have dealt at length with the human resources that are at the 
disposal of students and teachers at Countesthorpe, because their 
importance is stressed so greatly there, in theory and practice.
The constant human interaction over such a wide range may seem 
confusing and disorganised, but there can be no doubt that every 
possible such resource avenue is exploited to the limit.
Material Resources
(i) College policy : According to the Leicestershire Plan, the library 
and resource area of the community colleges had to be the "'pivotal* 
point, easily accessible to those teaching areas most dependent upon
it (History, Geography, Social Studies*." (Fairbairn, 1980, p.6) Just how
important material resources are considered to be may be judged by
the fact that 10% of the College budget is allocated to such resources.
To be a pivotal point, the resource centre must be a point of attraction, 
an area inviting students and teachers to its riches. At Countesthorpe, 
it is indeed attractive and inviting : a large pleasant room, with 
plants and pictures and a sculpture as centre-piece, and a feeling 
of spaciousness ; windows all along the wall which separates the room 
from the corridor so that passing students and teachers cannot but 
notice it as they travel hither and thither (a refreshing contrast to 
those schools where the library is still tucked away in a far corner 
or at the top of the building).
(ii) Type and quantity of stock : a brief enumeration of the different 
types of resources in the library/resource room will give a flavour of 
the multidimensional view taken by Countesthorpe of the range and
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possible usefulness of such materials :
Books 
journals 
newspapers 
project files 
maps
video-cassettes
worksheets
workshop and laboratory handouts 
(telephone) yellow pages 
jackdaw files 
topic files
pamphlets from Leicester Public Library on a 
variety of community topics
teachers' own materials
and : scissors
sellotape 
scrap paper 
coloured pens 
tracing paper.
The last few items listed above can perhaps be seen as practical 
encouragement to the students to apply the chosen resources to their 
given tasks there and then, while the incentive was there, while it 
was possible to try and test, to alter and amend, to select different 
resources. Not only was the variety of materials vast - so was the 
quantity, especially of the more ephemeral kind, the worksheets and 
handouts, the newspaper cuttings and brochures in the topic-files.
The videos covered subjects such as careers, local history, law and 
order, rape, women's role, childbirth, race prejudice, trade unions 
and skinheads.
(iii) Type and quantity of use : How, and to what extent, were these
many different material resources used? I looked around the library 
and observed students' activity there - remembering what I had observed
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in the girls' high school. There was a marked difference : although 
the library was quiet, students could - and did -converse; they looked 
at books together; compared resources; asked other students; mingled 
freely with any teachers who were there. They went up to the 
librarian, asked for scissors and sellotape, and worked on their 
worksheets and exercise books. It was perfectly evident from their 
behaviour that they were quite at ease in these surroundings, and 
that they consulted the resources on offer, both human and material.
It was equally evident that the teachers knew the materials provided, 
and from the way they interacted with the students and other members 
of staff it was obvious that the teaching and learning process 
continued : the library (room) was used as a relatively quiet study, 
as a resource stock-room, and as another base for independent and 
interactive learning.
I asked the resource officer how staff and students had learned their 
way around the resources : he had shown them the material when called 
upon, ie. when there was a felt need. There was no general conducted 
tour for staff or students, each 'tour1 was tailor-made to fit 
enquirer and enquiry. As link-person, he was also in a position to 
help teachers interchange their own materials, which helped them not 
only with the information contained in such material but also with a 
widening of their knowledge of different styles and formats of 
presentation. Different types of resources (except videos) were 
shelved together, the focus being the topic, the subject, not the 
1 journal1, the 1brochure1.
Teachers, students and the resource officer agreed that there was 
little need for the library resources for some of the structured 
lessons (eg. German A-level), because the set- and text-books covered
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the syllabus 'adequately'. ’Adequately’ for what? Examinations? 
Real language skills? What about the reading-around-the-subject 
exhortations? Would teachers' definition of 'adequate' match that 
of examiners? Use of materials for team-work varied, depending on 
the amount of teachers' own materials provided. For special needs, 
the resource officer used his links with other college libraries, 
museums and public libraries to beg, borrow or buy. How did such 
'invisible college' links compare with other schools, eg. those 
where the library was managed by, say, the English teacher in the 
few periods allotted to library work?
Everywhere in the College there was a proliferation of paper - 
handouts, workbooks, worksheets, to the extent that one member of 
the office staff spends the major part of her time working on the 
duplicating machine.
This predominance of paper resource is of concern to the teachers : 
the advantages and disadvantages of worksheets, for instance, were 
already discussed at length in 1 The Countesthorpe experience(Watts, 
1977), and the arguments can be summarised as follows :
Worksheets
advantages dis advantages
constant access
not dependent on teacher can come between student and 
teacher, ie. student relates 
more to worksheet than to teacher
replaces teacher
check-back possibility does not encourage student's 
own initiative
can build up into file of 
completed worksheets
time saved : no writing down ephemeral : waste of money and 
paper
limits student's use of language
good for upper ability bad for lower ability : not 
stimulating towards other 
forms of activity.
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The fact that these paper resources have undergone such close scrutiny 
and discussion points to the importance attached to them by Countesthorpe 
staff. It is indicative of the concern shown overall for the potential 
usefulness of resources in the teaching and learning context.
First Impressions (2)
I said earlier that a casual, short-term observer of the activities in 
the College might receive a totally different impression from one who 
spent more time there. It may be of interest to compare such differences. 
A one-day visitor described some class work he observed thus:
11'Life-related depth studies' had become, for one 
group of fourth-year girls, the desultory copying 
out of the life stories of the Osmonds, taken from 
a teeny-bopper journal. This 'core study' had 
evidently been making glacial progress over the 
'two or three weeks' it had been running, despite 
the encouragement of a tape recording of "Top of 
the Pops" which echoed through the study area.
At a nearby table, a boy was carefully working out 
problems with the aid of a desk calculator, 
admirably indifferent to a wild game of pubescent 
tag being played around him."
(Storm, 1973, p.110)
Storm's description matches the impressions of my first day exactly.
But I had the opportunity to 'test' these impressions by observing 
some team work and several non-team lessons, of which the following 
are examples:-
Team Group Work
Groups of 4-5 students were handed one of two questions (roneod) and 
told to read the question, discuss it among the group, and then 
discuss it with the tutor.
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Question 1 : Your mother has a very painful illness,
which keeps her in a wheelchair. A drug
has been invented which may cure her. How­
ever, it is only available on the black
market, and it costs £2000 a dose. Your
brother suggests you rob a bank. He 
says he has a plan which can't fail.
What do you do?
Question 2 : The country has been taken over by a leader
whom you believe to be very evil. He is 
driving the country into a war, which you 
think is totally wrong, and seems to want 
to become dictator. By chance, you have 
been provided with an excellent opportunity 
to shoot him.
What do you do?
Before ascertaining what different students would do in the given 
situations, I was interested to see what they would do with the 
piece of paper, the resource, itself.
1) some read it, doodled on it, promptly agreed to 'kill 
him', 'rob the bank', put the paper aside, and chatted 
among themselves about other matters.
2) some copied the question, word for word, into their 
exercise books. At no time had the tutor suggested this. 
There was no discussion with other members of the group.
3) others discussed the question and related it to similar 
topics portrayed in films and on TV, which then led to 
general conversation about what-was-on-the-box last 
night.
4) another group spent some time discussing whether to copy 
out the question : they were not sure what they were
'supposed' to do with it.
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5) a sizeable number of question-sheets found its way
to the floor, to the dustbins, and to the other side 
of the room in the shape of paper darts.
The noise and general commotion seemed to increase as the students 
finished their task, while the tutor moved from group to group, 
asking questions, leading on to underlying moral issues of the problems 
posed, encouraging further discussion on such wider topics as law and 
order, forms of government, responsibility to society, guilt.
Of course a cursory observer would only hear and see the hubbub and 
confusion. My own field-notes taken at the time bristle with "deafening 
noise", "mucking about", "wandering around", "transistor". As long­
term observer, however, I was able to probe a little deeper and gained 
impression that a good deal of interactive learning took place, 
from talking among themselves, through discussing the set questions 
tutor, to creating at least an awareness of further social 
and moral issues. This last point was consolidated by the teacher^s 
suggestions of relevant materials in the resource centre (topic files, 
videos on law and order and on violence), and the students1 reference 
to related TV programmes and to real-life cases reported in the press.
I expressed my doubts to the tutor about any learning achieved by those
students who had dismissed the topic under discussion with a shrug and 
a yesr E'ob the bank1 (with the variant of 1 why can't the brother rob 
the bank himself?1 ) , and had then 'wandered off. In reply, the tutor 
voiced the view which seemed to be a general conviction held by 
Countesthorpe staff : through independent learning and individual 
attention we can at least focus on the non—workers and attempt to 
guide them towards students with whom they might identify, who might 
exert some influence upon them. In a traditional classroom, 'kids at
- 52 -
the back' can disrupt the entire class, while here those 'kids' can 
easily be identified and isolated. Tutors seem convinced that 
something must rub off from the unstructured learning atmosphere.
Non-team Work : A-level History
As a contrast to the 4th year team session, I joined an A—level History 
class of 9 students. The lesson consisted of a video followed by 
discussion, and took place in the video—room. The young enthusiastic 
teacher who obviously had a very good rapport with the students, told 
me that he was anxious to get the students to appreciate what was 
involved in doing historical research : as part of the course, students 
ba.d to undertake a history project based on a theme of their own 
choice (vetted by the tutor). (see also Case Study 3).
The video was part of the series "History on your doorstep", presented 
by Fred Housego, and demonstrated how to trace the history of a house. 
Students were told by the tutor to "look, listen, and make notes."
How do they make written notes in the dark? They not only listened 
but talked and commented on the programme as it ran. All showed good 
recall when answering the tutor's factual questions at the end of the 
video. In discussion, the theme was rapidly expanded into accounts 
by the students of their own experiences regarding local history, 
grandparents houses and stories connected with them, neighbourhood 
happenings : the specific resource of one video had sparked off the 
ever-present resource of experience and memory, tapped when needed.
The resource of the teacher was used as a pivot, as stimulus and guide. 
And students used other students as resource, too. The teacher- 
resource led to teacher-promoted outside resources : maps, old news­
papers, deeds and solicitors' letters, photographs, directories 
(tutor: "what's a directory?") were discussed, and again, students
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contributed from their own knowledge and experience of handling some 
of these resources. One student particularly mentioned the Public 
Records Office where the librarian was concerned that she should not 
be seen as 1 too busy1 to help enquirers.
The teacher thus involved the students in an exchange of information 
and views, and firmly placed the 'ball' into their 'court' by asking 
"Why do you think I showed you this video?" Their replies did all the 
summing-up for him!
This weighting towards students' decision-making was emphasised when, 
on asking whether they would now like to see a second video, they all 
^scided against it : one video was enough — they would prefer to get 
on with their individual projects. That one video, viewed by all, 
had been enough of a stimulus for individual action.
The constant interaction I witnessed among students with students, and 
other students with teachers, produced an atmosphere of ease, of 
relaxedness, of confidence. True, the ease and relaxedness brought 
with it noise, litter, seeming chaos. But the lack of boundaries 
between curriculum subjects, between teacher and student, and between 
College and outside world also brought with it a confident manner and 
a perception of this outside world, of society, well above that of 
many a traditional' educational institution. The extension of contact 
with the human resources of teachers and students to those of creches 
on the one hand and older members of the community on the other helped 
to facilitate the students' transition from College to 'life beyond'.
It may be significant that many firms in the area are happy to offer 
employment to Countesthorpe students, knowing them to be capable of 
coping with adult demands.
— 54 —
Feeder-School : Resource Use
I have frequently spoken of 'transition', mainly in relation to from 
College. I also mentioned feeder-schools, ie. schools providing 
transition to Countesthorpe. In what way were younger students 
prepared for the community college with its unconventional methods 
of teaching and learning? To what extent was independent learning, 
with its emphasis on resources, practised in the middle schools?
I spent one morning in one of these schools, located on the same 
campus as the College, and witnessed one English lesson in a class 
of 11-year olds. This lesson warrants description because it seemed 
to blend structured teaching with independent learning in a way 
which might facilitate that 'transition' to the College.
The teacher began the lesson by asking the students to read aloud 
from their set textbook. The theme was "Structure and Function", with 
many illustrated examples in the book of the different structures and 
functions of objects,
eg. a chair : structure - wood; function - seating 
a knife: structure - steel; function - cutting.
After each student had had some reading practice, with the teacher
explaining the theme, he told the class to find some examples of the
structure/function idea themselves ; and "I'll take you all to the
library now ehere you can look for things if you like." We went
there, and from what I observed it was quite evident that the
students were quite familiar with the layout of the library and felt
at home in that environment. A library (clerical) assistant stayed
in the background; the teacher went out, so that the students were
left to themselves. This is what happened:
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Groups of boys went straight to the shelves with books on war, 
machines, oil rigs, tankers. The girls went to look at books about 
ponies, pets, houses, furniture, clothes. Some took the first object 
they saw in a book as their example; others spent a long time deciding 
which picture to use; several remained unconvinced by what they found, 
and walked back to their classroom. No one asked the assistant 
(or me) for help.
Back in the classroom, I saw one of the students who had gone back 
without a book writing a line of musical notation.
"What's that?"
"Well - it's a picture of structure and function : the 
structure is the notes, the function is to make 
music."
"What gave you that idea? Are you keen on music?"
"Oh yes, it's my favourite subject, I play the flute and 
have extra music lessons."
Another girl who came back bookless from the library was carefully
making a perspective drawing of a large building, seen from an angle,
and writing "Woolworths" on top.
"That's good. Why did you draw that?"
"Well, I'm not sure, really, but my dad has just shown me 
how to draw perspectives, so I thought I'd use it, and 
I suppose that's the structure, and the function is to 
show the size of the building."
And another student had borrowed the teacher's bunch of keys and
was trying hard to make a drawing of these by outlining each key
onto paper. Why? She just loved using stencils.
To sum up the lesson: the students decided for themselves how to
tackle the given task. Most used library resources (with an 
interesting immediate split into boys and girls), based on their
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own interests ; several used non-library resources stemming from 
their non-school-based knowledge, such as art and music, thus merging 
home with school, extra-curricular interests with school lessons.
The students learnt about the theme of structure and function, and 
extended their use of the library resources; the teacher learnt 
about the students' outside interests and hobbies, with a possibility 
of using this knowledge in future school activities; the librarians 
(in this case the teacher or clerical assistant) had no active role 
to play in the whole exercise : they had obviously laid the foundations 
much earlier in the school year when they introduced the children to 
the library. It may be argued that perhaps some of the undecided 
students could have been shown encyclopaedias or specific topic 
books, but I feel that it cannot be argued that the outcome would 
have been more beneficial for students or teacher than the original, 
self-motivated work that they in fact produced.
I have described the lesson in the context of my concern about the 
transition from feeder-school to Countesthorpe, and commented on the 
way the young students used the material resources and drew upon their 
own life experiences in undertaking a given task. What about the human 
resources in the transition? I was told that (i) tutors from the 
College visit the top class of the school to talk to them; (ii) students 
from the school have a full day at the College before they officially 
enter, and (iii) parents of future College students also have an 
opportunity of visiting the College and exploring its facilities. The 
feeling of strangeness and unfamiliarity sensed on entering a new 
environment is thus minimised by utilising to the full the human 
resources readily available, rather than concentrating solely on, say, 
the printed College Prospectus as a * resource'.
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Conclusions
The rich and varied experience I gained from my visit to Countesthorpe 
took a long time to distil and put into some perspective : it had 
changed my preconceptions about teaching and learning which, until then, 
had been shaped by the traditional educational structure; it had shown 
me what can be achieved by using all available resources - in every 
sense of the word - to the full; it had increased my admiration for 
some teachers1 dedication ; it had more than met the expectations raised 
by the published literature about Countesthorpe which I had read 
before my visit.: but, it had also persuaded me that there can be no 
one way to teach and learn. Just as I knew that I would be incapable
of teaching at Countesthorpe, I also knew that many Countesthorpe 
teachers would find it extremely difficult to adapt to more 
traditional ways of teaching after their experience there. And 
similarly, while this method of instruction, of guiding to independence, 
would suit some students, others would by personality, background, 
tradition, experience, benefit far more from the kind of education 
offered by, for instance, the girls' independent school described 
earlier, and the colleges and schools I visited subsequently.
As a pilot study, my Countesthorpe experience proved immensely 
useful because it made me recognise resource-use possibilities I had 
not considered previously and which might not be recognised or 
practised by other 'traditional' teachers ; because I had extended my 
own learning immeasurably; and because it brought into sharper focus 
the research questions I wanted to probe : how do teachers promote 
resources? What resources? How do students act upon such promotion? 
What are the roles of library and librarian in this context, as 
perceived by students and teachers?
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So far, I had let impressions crowd in upon me, which led to my 
questioning and probing in an unstructured way : the time had come 
to put structure and format into my research, and that meant deciding, 
after having read about different forms of research methodologies, 
which type would suit my particular area of concern - and my 
particular 'self .
»
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CHAPTER IV RESEARCH METHODOLOGY
Clearly, before I could select a research methodology to suit my 
particular project I would have to weigh up the range of methods; 
and before that was possible I had to decide with which research 
paradigmCs) I would feel comfortable. It seemed clear to me from 
the outset that my research would be in a 'naturalistic*,
•qualitative' paradigm, not 'scientific' (or 'rationalistic' in Cuba 
& Lincoln's terms (1982)). My interest was not in acquiring large 
numbers of 'cases', in statistical surveys, in sociometric methods.
For me, meaningful understanding implied actual face-to-face meeting 
with and interpreting people and events, actions, natural settings - 
ever changing and fluctuating. I was aware that any such momentary 
meetings would have to be recognised as such, ie. as 'instances', 
and I readily acknowledge the validity of the argument presented 
by scientific' researchers that such 'moments in time' can rarely 
be replicated at another moment, by a different researcher (or, indeed, 
by the same researcher). My aim was to catch, and hold fast, glimpses 
of real life' situations, to try and understand them, and to consider 
whether a range of such glimpses would show up any factors within my 
particular area of research which could be applied, however tentatively, 
to other 'cases' within that area : for me, there could not be anything 
definitive in whatever findings I might gather, merely speculative; 
no proof, merely pointers.
As Guba & Lincoln (1982) put it —
"Knowledge cannot be represented as a 'map' of territory 
to be explored and finally to be fully understood; 
knowledge is rather like a sphere in space ^ which 
represents the unknown. As the sphere is enlarged 
(ie. more knowledge is gained), one simultaneously
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comes in contact with new unknowns that were not 
appreciated before. Every inquiry finally raises 
more questions than.it answers."
This expressed precisely my own stance, and encouraged me to pursue 
my "continuum".
I found further confirmation of my views in papers by Rist (1977), 
Kushner & Norris (1980/81), Eisner (1981), Smith (1983), Miles 
and Huberman (1984) and Atkins (1984) , all of whom discuss the 
differences between qualitative and quantitative research, and 
attempt to give meaning to the term ' naturalistic * /1 artistic '. 
Kushner & Norris feel that -
"Naturalistic research arises out of an interest in 
understanding. It is not simply an alternative method 
for conducting empirical research in educational 
settings, but an alternative way of seeing and construing 
the world of education."
(p.27)
Similarly, Eisner says -
"Artistic approaches to research try to locate the 
general in the particular. They attempt to shed 
light on what is unique in time and space while at 
the same time conveying insights that exceed the 
limits of the situation in which they emerge"
(p. 7)
"... Artistic approaches to research are less 
concerned with the discovery of truth than with 
the creation of meaning. What art seeks is not the 
» discovery of the laws of nature about which true
statements or explanations can be given, but rather 
the creation of images that people will find 
meaningful and from which their fallible and tentative 
views of the world can be altered, rejected, or made 
more secure."
Cp.9)
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The fluctuating, tentative nature of such research is constantly 
emphasised. Naturalistic researchers are at pains to point out that 
'truth' as such cannot be ascertained, and that, in fact, it is not 
sought, that 'events' in themselves have little meaning •<- it is our 
interpretation, our perception, and our acknowledgment of constant 
change including change in interpretation, that are important in 
our efforts to understand. Stenhouse (1984b) asks -
"Why ... should research in education look only to 
science?"
(pp.71-72)
and, in describing his task of initiating the LASS* project, states 
that -
The biggest problem was getting people away from 
the notion that qualitative data had to be 
comparable in the sense that quantitative data 
do."
(1984a, p.218)
He was
"more concerned with people's perceptions and 
conceptions - their meanings - than with their 
behaviour or with events."
(ibid, p.225)
Guba & Lincoln underpin Stenhouse's question above:
... naturalistic approaches take full advantage of the 
not inconsiderable power of the human—as—instrument, 
providing a more than adequate trade-off for the 
presumably more "objective" approach that characterizes 
rationalistic inquiry."
C1982, p.235)
* see p. 167.
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Discussion about the respective advantages and disadvantages of the 
two paradigms will, no doubt, continue. The title of Smith's 
paper in the 'Educational Researcher' (March 1983) "Quantitative 
versus qualitative research : an attempt to clarify the issue" is 
an indication of the strength of feelings - it is an 'issue',
ication of which can merely be 1 attempted * . He suggests that—
If researchers see the world in the same way, it is 
not because the results of research compel agreement 
(where not to agree is to be irrational or not face 
the facts), but rather because they happen to have 
similar interests, values, dispositions, and so on.
Agreement rests not on the duplication of results 
but on a commonality of perspective, which in turn . 
produces similar results. In quantitative research 
facts act to constrain our beliefs; while in inter­
pretive research beliefs determine what should 
count as facts. In the former, facts and values 
are separate; in the latter, facts and values are 
inextricably interwined."
Atkins, in a more recent paper (October 1984) , commends a mixture 
of qualitative and quantitative methods, and draws up a useful table 
of comparative foci : (p.252)
(pp.10-11)
PRACTITIONER AS RESEARCHER
FOCUS ON METHODS
QUANTITATIVE FOCUS ON QUALITATIVE FOCUS ON
»
Study and explanation of manifest 
behaviour
Discovery and understanding of 
personal meaning
Search for 'laws' governing human 
behaviour, deterministic
Illumination of intersubjective 
construction of reality
Claim for objective truth
Prediction on basis of statistical 
generalisability
Claim for relative truths
General held to be inherent in 
particular.
Reliance on informed judgment of 
reader to assess generalisation to 
other known contexts
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QUANTITATIVE FOCUS ON QUALITATIVE FOCUS ON
Repeated patterns, trends and 
central tendencies in phenomena
Relationships and distinctions 
between cases. The unique an 
acceptable subject of research
ProcessesOutcomes, results and products
Natural science paradigms
Measurement and testing 
instruments to collect data
Detachment of researcher Involvement/participation of 
researcher.
Arts paradigms
Researcher as own instrument in 
collection of evidence
My own leanings towards a naturalistic methodology were further 
strengthened on reading Glaser & Strauss' "Discovery of grounded 
theory" (1967). To find that -
"there are some striking similarities - sometimes 
obvious although often overlooked - between 
field work and library research"
signalled to me that, by extension, such similarities might exist 
between researcher and librarian (if we accept that one of the 
librarian's roles is that of information seeker, not only custodian!)
"When someone stands in the library stacks, he is, 
metaphorically, surrounded by voices begging 
to be heard. Every book, every magazine article, 
represents at least one person who is equivalent 
to the anthropologist's informant or the 
sociologist's interviewee. In those publications, 
people converse, ... argue ..., and describe events 
or scenes in ways entirely comparable to what is 
seen and heard during field work. The researcher 
needs only to discover the voices in the library
to release them for his analytic use __ If (the
effective, researcher) is good at field work he 
ought to embrace the library's resources with 
equal delight."
(p.163)
(pp.163-164)
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This premise of drawing parallels between field- and library- 
researchers is expanded and consolidated at length, and I found it 
quite intriguing. Yet however tempting such comparisons may be, 
reality, in my own experience, is somewhat removed from them : 
the excitement1 of library research escapes many, both at schools 
and beyond: the image of a library researcher is still that of an 
psrson, lacking in confidence and finding books a useful 
ProP behind which to hide; often a loner, content to 1 converse1 with 
rather than with live people, while the field worker is seen to 
be extrovert, gregarious, confident. (I could not but wonder where 
librarian-turned-researcher would fit into the pattern)
Field work meant real life situations to be experienced, analysed, 
reflected upon - interpreted. Stenhouse (1978) says
"We seek to interpret in the light of our experience, 
which provides both explicit and tacit (in Polanyi's 
sense (1969)) knowledge, the situations in which we 
bave to act as they unfold. We seek to improve our 
interpretations by discussion with others and to 
revise them when they are falsified in action by the 
experience of surprise .... (which) arises from the 
disappointment of anticipations continuously 
created by diagnostic judgements which relate the 
experience of a particular course of events in which 
we are involved to general experience founded on the 
encounter with other courses of events with elements 
of similarity. It is the application of experience 
to the particular instance .... which is revised 
rather than the general principle." (p.29)
My aim now was to 1 apply my experience to the particular instances' 
of several other schools. My decision to opt for studies based upon 
observation and interviews rather than, say, through questionnaires 
and diaries was not difficult. Again, it was derived from experience :
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I knew, from previous work as library/consultant for a large 
publishing company, that I had difficulty in adhering to structured 
1 closed' questionnaires : I found them restrictive and frustrating 
in their cut-off points. But my own diffidence as guestionnaire- 
giver was not the only reason for rejecting this method : I was 
convinced that in my area of research, questionnaire—respondents would 
not — however hard^they might try — give as much information as might 
be elicited through interviews and observation : 'resource-use' 
questions are usually interpreted as 'book/journal use' questions ; 
and my pilot studies had already proved that a great deal of 'subliminal' 
resource-use goes on among teachers, students and librarians/resource 
officers that would not register ( ie, be listed on a questionnaire) 
as such. Similarly, diaries would only yield conscious actions and 
would always be viewed with the suspicion that they were written with 
the researcher in mind.
I had no doubts that I should conduct interviews after observations - 
even before reading Stenhouse1s (1982) comment :
11—  it must be recognised that interview is often 
dependent upon observation. When you ask: "Do you 
think the siting of the library is an important 
factor?" or hazard to the librarian : "I suppose 
you have to keep them in order from time to time", 
it is either observation or experience that lies 
behind your question. In the end, perhaps the issue 
is: is observation used to test interview or inter­
view used to test observation? The first position 
is likely to be taken by those who see themselves 
as trying to establish facts: the second by those 
who see themselves as trying to disclose meanings."
(p.266}
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Stenhouse wrote extensively about case studies in general (1978, 
1981, 1982, 1984 inter alia), and his work has been consolidated 
and extended by others (Ebbutt 1983, Rudduck 1984, Hull 1984).
He was at great pains to distinguish between case data, case 
record, case study and analytic survey, of which the distinction 
between case study and case record is particularly relevant to my 
work : to Stenhouse (1978),
case data = all the materials assembled, 
ie. true primary source 
(although often not practicable for 
reasons of bulk and sensitivity)
case record = theoretically parsimonious con­
densation of case data, produced by 
selective editing without explicit 
comments ie. edited primary source.
case study = interpretive presentation and 
discussion of the case, resting 
upon, quoting and citing the case 
record for its justification.
analytic survey = attempt to draw together data
from case records to make retrospective 
generalisations across cases.
(pp.37-38)
The incompleteness and selectivity of case records and, consequently, 
case studies is stressed : MacDonald & Walker (1978) speak of case 
studies as being
... always partial accounts, involving selection at
every stage ..."
(p. 187)
Stenhouse (1981) highlights the researcher's choice :
"The selection of significant detail is ... highly
interpretative since the ascription of significance
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to anything is a gesture of interpretation"
(p.229)
and Rudduck (1984a) also sees the case record as
"... a cautiously edited selection of the full 
data available, the selection depending on the 
fieldworker-'s judgement as to what was likely to 
be of interest and value as evidence"
(p.202)
- such evidence depending on the research study's orientation.
My own research was conducted in three distinct ways :
(i) a variety of case studies (conducted in a variety of 
ways) in several British schools/colleges, based upon 
observation and interviews in classrooms and libraries ;
(Ü) comparative case studies in several German school 
settings, undertaken after (i) above, ie. with the 
prior knowledge of evidence gathered elsewhere ;
(iii) an analysis of case records (the LASS project)* based 
upon other researchers' interview transcripts of 
studies undertaken at schools/colleges unknown to me.
* see p. 167.
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Of these, (i) had been originally scheduled; (ii) came about as the 
result of an ESRC award, financing comparative research for one 
month in an EEC country. As I speak German and had already 
established links with German schools, universities and libraries, 
this award gave me an excellent opportunity to extend my research 
beyond the confines of the British educational scene, and to explore 
whether findings from German settings could in any way be compared 
with those from Britain; and (iii) arose out of the publication of 
the LASS Report and the open invitation to other researchers to 
make use of the rich resources gathered together at CARE.
Although the three research ventures were distinct in type and place, 
they also proved to have many similarities and links : my experience 
of (i) helped me in my study of (ii) and also heightened my 
expectations of (iii).
The actual research techniques within the overall chosen methodolqgy 
naturally differed, according to the context
a) Access
(i) British schools/colleges : as in my pilot studies, I was fortunate 
to be able to use personal contacts to arrange access to the three 
institutions I planned to investigate :
(1) was attended by my younger daughter;
(2) had been attended by my elder daughter;
(3) was a college with direct links with the Library of the 
University of Surrey in the form of one-day visits by the French 
project-based A-level groups to the library in order to obtain and use 
resources which would otherwise have been unavailable to them. Through 
my own liaison with the campus library X participated in these one-
day visits, and extended the links by visiting the class before and after 
their library days (described more fully in Case Study (3)).
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(ii) Germany : Through collaborative work between the Universities
of Surrey and Osnabruck, I had already visited and established contacts 
with several schools and university libraries in and around Osnabruck; 
and through my attendance at the International Conference of School 
Librarianship in Bad Segeberg and the subsequent study tour of a 
number of schools in Germany, plus links with the German Library 
Institute in Berlin, I had no difficulty in arranging visits to 
several schools and libraries in Osnabruck and Berlin during my 
one month's stay in 1984. In Osnabruck these arrangements were 
effected by a colleague at the university; in Berlin, by the German 
Library Institute.
(iii) LASS : I had previously met one of the LASS researchers at a
conference, contacted him when the project was publicised and went 
to Norwich for a brief discussion of CARE's work and mine. I 
subsequently followed this up with one week's visit to study the 
LASS case records.
Within (i) , there were interesting differences between the three 
institutions in access arrangements : in (1) the Principal with whom
I discussed my wish to 'use' the school, deferred his decision until 
he had ascertained from his staff whether they were willing to allow 
me into their classrooms; in (2), the Principal, himself an 
enthusiastic 'library-researcher' and champion of school libraries, 
immediately agreed to my plan; in (3), access was arranged directly 
with the French teacher concerned, and with the college librarian. 
Informality was the keynote throughout.
In all three institutions within Ci) , I was seen as a researcher . 
from the (local) university, known (at least by sight) to some
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students, teachers and librarians. At all times there was easy
interaction with the three groups - in classrooms, staffrooms and 
libraries.
Research in (ii) was very different : akin to (i) in many ways
(staff and librarians knew of my visit; there was good interaction 
with staff and students), but dissimilar in their perception of 
myself ; I was seen (a) as a visitor from abroad who spoke their 
language fluently (= cause for confusion); (b) as an 'expert' on 
pedagogy and librarianship (= cause for embarrassment); (c) as a 
political go-between who must be given the glossiest image possible 
of their institution (= cause for some misgivings). It was,  ^
indeed, only on second visits to the schools that these attitudes 
mellowed somewhat to the extent that their guard was lowered, that 
they recognised that we, in (educationally highly admired) Britain, 
also have a less than perfect educational system.
Research in (iii) was in stark contrast ; the time I spent in Norwich 
was during August, and, apart from a secretary in a separate office,
I was enirely on my own, 'discovering the voices', in Glaser & 
Strauss' terms, within the LASS records. Access here depended not 
on timetables, availability of staff, opening hours of libraries, 
but on my own mood - and powers of endurance.
All in all, it is true to say that arrangements for access to the 
three types of 'data-banks' were easy, but it did not follow that 
practical implications were equally so.
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(b) Observation
I said earlier that I had.decided on using observation in classrooms/ 
libraries, followed by interviews. This was possible in (i) and
(ii) although I had less time for observation in (.ii) than in (i) 
due to overall time limits. In (iii) my methodology was restricted to 
reading and analysing print. It meant doing without visual, oral and 
aural help : no 'pictures' in my mind of interviewees; no sounds of 
interaction; no nuances of body language to help me in my understanding 
and analysis; no little asides (they had been eliminated from the 
transcripts) which, though perhaps not all-important in the 'final' 
analysis, would add tone and colour to the happening, the 'instance'.
This lack of opportunity for personal observation in my study of LASS 
meant the lack of an important element in the type of research I was 
undertaking. Cuba & Lincoln (1981) suggest that -
"... observation ... maximises the inquirer's ability 
to grasp motives, beliefs, concerns, interests, 
unconscious behaviors, customs, and the like ; 
observation ... allows the inquirer to see the 
world as his subjects see it, to live in their 
time frames, to capture the phenomenon in and 
on its own terms, and to grasp the culture in 
its own natural, ongoing environment; 
observation ... provides the inquirer with 
access to the emotional reactions of the group 
introspectively - that is, in a real sense it 
permits the observer to use himself as a data 
source; and observation ... allows the observer 
to build on tacit knowledge, both his own and 
that of members of the group."
Cp.193)
I would concur with this, although it might be argued that "seeing 
the world as his subjects see it" would still be tempered by the
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inquirer's own vision of the world, which in.turn will have been 
affected by his own life experience.
My observations in the three British institutions were different 
in each case : in (1^  a traditional classroom, I sat in a back seat, 
facing, like the students, the teacher sitting at the front; in (2)
I acted more as a participant observer - moving freely among the 
students, talking to them; in (3) observation was primarily within the 
university library, observing how the students approached (literally 
and metaphorically) the resources. (2) also included observation in 
the college library, while in (1) library observation was virtually 
a non-event. (see Case Studies)
Observation in the German contexts (ii) was a much more taxing 
exercise : while through prior experience I feel at ease in British 
school/college libraries and classrooms (unless these are modelled on 
a Countesthorpe concept.') I was unfamiliar with current German class­
room structure, teaching methods, teacher/student relationships - the 
whole ethos of their education system, the role of the librarian, the 
structure of their library system (ie. as seen in action : during the 
study-tour of German school libraries we had seen 'show places' of 
beautiful furniture and impeccably tidy shelves - but no users). I 
was also very conscious of the fact that I, the observer, was being 
observed.
Above all, I had to come to terms with a feeling of confusion concerning 
my _ German 'prior experience * : I had lived in Germany until I was 12 
years old, and had attended various schools there. Although this 
experience was a long time ago, I still retained vivid memories of 
those schooldays  ^memories which had not been updated by any more
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recent experience. My expectations were thus firmly rooted in the 
Past, so that I was now faced with a 1culture-and-time shock' of some 
dimension, which will inevitably have affected my perceptions.
(c) Interviewing
In my pilot studies, my 'interviews' were, as suggested earlier, in 
the style of 'conversation pieces'. They would need more structure, 
more discipline in my subsequent case studies. Yet I was against 
very structured, 1 closed1 interviews ; they would have to be open- 
ended, encouraging the interviewees to pursue their line of thought 
within given fields of inquiry, with the possibility of thereby 
sparking off tangents, which might lead to fruitful comments. Acting, 
again, on prior experience, I found it useful to wear different 'hats' 
according to type of interviewee, so that, wherever possible, I was 
seen as being on their side, not opposite. This is the stance 
Stenhouse took, in a literal sense, by sitting alongside his inter­
viewees (Stenhouse, 1984a,p.222). He said that he preferred "to sit 
beside them and look out at the world with them, sharing their view" 
(ibid). I tried to establish rapport with teachers/students/librarians 
by saying that, as a fellow librarian/teacher/student/parent, I had 
sympathy with their views and problems, their likes and dislikes. 
Another technique employed by Stenhouse (ibid) is that of 'encouraging 
by naivete1, ie. professing ignorance on some matter which will give 
better-informed interviewees more confidence to speak freely. I was 
interested to find, on studying the LASS data, that this technique was 
practised by the more experienced researchers (Rudduck, Stenhouse), but 
not by those who had been recruited specifically for the project to 
extend their research experience. Thus -
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JR : "I'm not a scientist. I'm not a mathematician,
so I have to ask very naive questions and I 
apologise about that, but ..."
and later
"yes, that's me with my wrong vocabulary there,
I think"
(C.R.19)
and again -
"If you set them (I don't know if you call them 
assignments or topics or what) work ..."
Yet despite experience, (or because of it?) there is still the 
conscious awareness of question formulation and the danger of 'leading' 
the interviewee :
JR : "Do you do that because -no. Let me ask you why
you do that?"
(C.R.19)
Stenhouse uses the sympathetic rhetorical question :
LS : "It's difficult to explain, isn't it ..." (C.R.26)
and extending this -
"It's quite a tension, isn't it, making decisions?
If you only knew how good you were going to be at 
it - it would be easier to make the decision, and 
you never know when you make the decision just how 
good you're going to be at it."1
(C.R.26)
Rudduck shows where her own interest lies:-
JR : "Now that's interesting. That's the bit I'm most
interested in, when you say 'so they can read 
before they answer' - what does that look like?"
CC.R. 19)
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acting a lengthy answer from ^ the respondent. Stenhouse usually 
leaves the closure of the interview to the interviewee so as to avoid 
any danger of foreclosing prematurely :
LS : "Now I'm beginning to think: what should I be
asking you that I haven't asked you relevant to 
my theme?"
(C.R.26)
and
"Is there anything that you feel that we've 
missed that I could've allowed you to talk 
about if I'd been cleverer in giving you clues?"
(C.R.26)
The above quotations may serve to illustrate -
(1) some interviewing techniques in practice; and, by 
extension,
(2) how one resource can unexpectedly yield another, what 
one might term a "hidden resource" : for me, the LASS data proved 
useful not only as a case study for my research into resource use by 
students, teachers and librarians : over and above that, it proved 
to be a resource for analysing interviewing methods, ie. not only 
products. Much has been written about methods (Hull 1984, Konold
& Well 1981, Stenhouse 1982, Wragg 1978); and researchers will study 
their own techniques as they become clear through the transcripts 
of their own interviews. But here was evidence of other interviewers 
at work in a 'real' situation. For my personal progress and 
development as a researcher, this was an unexpected bonus.
Use of tape recorder
I must confess that I have never been happy using a tape recorder, 
although I readily admit that to have real evidence of what was said.
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is a great comfort and support. But I have always been too concerned 
with the mechanics of the tape recorder, afraid it might break down, 
apprehensive in case I would not be able to change-over the tape 
correctly. However much I practised, X never lost this unease 
evidence, alas, of my total lack of prior experience and fear of the 
unknown. Had tape-recording been the only viable resource for my 
research, ie. had the need been absolute, no doubt I would have 
persevered and succeeded in my endeavours. But there were other 
methods of eliciting data, other resources with which I felt more 
comfortable; and in retrospect, I feel that I gained just as much 
insight into my field of research in later case studies by using my 
eyes, ears and voice, note-pad and pencil, and by having my inter­
viewees' attention unburdened by the fear of tape-permanence, as I did 
from Case Study Q) where I made use of a tape recorder.
From a practical point of view, too, it would have been difficult 
and awkward to use a tape recorder in the situations of (2) and (3) :
in (2), I moved around freely, sometimes from student to student, 
from desk to desk, observing and questioning quietly so as not to 
disturb the others, at other times taking part in class discussions.
In (3), most interaction took place within the university library, 
among the book stacks - hardly conducive to easy tape recording.
In the German contexts, too, I felt it would be inappropriate to use 
a tape recorder, although I always carried it with me ; there was 
enough formality to break through, and I was at pains to fall in with 
my hosts' suggestions about participation in classrooms. One small 
example may illustrate the difference between.the British and 
German attitudes ;
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I asked a German teacher whether I might speak freely to some of his 
students after his class ; "Of course, of course", he assured me, 
"speak to them all - but you won't mind if I stay in the room, will 
you?" Compare this with the (English) teacher to whom I put the 
same request : (to his class)
"I'm finishing early today because Mrs. S. would 
like to talk to you, so I'll be off ..." (exits)
(Case Study (1))
So again, my methodology in (ii) was that of observing, listening, 
discussing, taking notes. There was one extra dimension : I was given 
the additional resource of a large quantity of printed material - 
school prospectuses, posters, annual reports — which subsequently 
helped to consolidate my own data.
(d) LASS
Case Study (4), as already described, demanded a very different 
methodology for handling the data. Hull (1984) has portrayed vividly 
the problems faced by researchers of such secondary source data, and 
my own experience confirmed much of what he wrote - with an additional 
problem : Hull described a project in which he had taken part - and 
found the analysis of that interview data difficult enough : I came to 
the data 'cold', the only warmth being in the subject matter with its 
glow of familiarity. Furthermore, Hull could consult colleagues : I 
was alone, surrounded by a large number of box files, each containing 
the transcripts of interviews conducted in specific Sixth form 
contexts. The transcripts varied in length; most had indexes — some 
detailed, others very short; very, very few also had the interviewer's 
field—notes ; and in none could I find any documentary data pertaining 
to the individual institutions — presumably for the sake of anonymity.
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Some of the transcripts were very poorly printed, and the heavy 
scoring added to the physical difficulty of reading the print, 
before beginning to analyse the data. A note added to Stenhouse's 
paper (.1984à.) acknowledges this:
"The state of the case records in terms of uniformity 
of typeface and general presentation is poor : there 
was no money to have pages retyped after correction 
by interviewees and after anonymization"
(p.231)
What irony I For the British Library to have spent £50,000 on a project 
involving multi-site research into an area of educational significance 
which could serve as a rich resource for many researchers to come - 
and then to be left with case records in such poor condition that 
dissemination of the information would be severely hamperedI
As my time in Norwich was limited to one week, I had to restrict the 
number of case records I could study to a manageable size. I chose 
four, basing the selection on two criteria : (i) different types of 
school; (ii) different types of interviewer. Within each case 
record, I read the transcripts of some teachers, some students, the 
headteacher (where appropriate), and the librarian(s) , making notes 
of passages which I considered of particular relevance to my research 
topic. I tried to use the indexes for quick referral to such relevant 
sections, but found that, for me, they fell between two stools : 
either they were so detailed that the entry could not be evaluated 
without reading previous and subsequent pages, or they were so 
condensed that many points slipped through the net. Towards the end 
X began to doubt the usefulness of these indexes as they stand now : 
some uniformity is surely essential.
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I read, with great interest, the (regrettably few) notes taken by 
the fieldworkers which I found in the box files - rich grist for 
mills like "The research process in educational settings" (Burgess
1984), and "Field methods in the study of education" (Burgess 1985) 
alas - they were marked "not cleared", so I had to absorb them in 
situ.
Finally, I took photocopies of the selected excerpts from the chosen 
four case records for further study and analysis at home.
(e) Data analysis
Again, a variety of methods was used, dictated by circumstances : 
Case Study (1) was to be the template for the others. It yielded 
the 'categories' of topics which I felt it would be useful to 
analyse in some depth, and by cutting up a copy of the transcript 
of the tapes and classifying relevant snippets according to these 
categories, I fairly quickly assembled the data in manageable form. 
To these transcripts I added my own notes, taken during observations 
in classrooms, after casual conversations with teachers, and at odd 
moments. The writing—up process was one of linking the categories, 
with quotations and comments, in a coherent form.
Case Study (4) (LASS) followed this pattern albeit with changes of 
emphasis in the light of experience gained during Case Studies (2) 
and (3) : the copies of the transcript extracts I had selected were 
classified, cut and pasted. I then summarised the contents of these 
cuttings on to one or two pages for each category, for quick 
reference and easy handling. Suitable quotations for each section 
were kept separate, again for easy identification and use where 
appropriate in writing-up the Case Studies.
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Case Studies (2) and (3) (without taped interviews) were written up 
as descriptive pieces from my field notes, with quotations as X had 
written them down at the time. Bearing in mind that this fieldwork 
was conducted after C D , it is clear that my selections from and 
interpretations of this data were influenced by my analysis of (1) 
and by the sheer experience of being in the field. As Rudduck 
(1984&) says
"Of course, researchers will offer the best inter­
pretations in their view - but it may not be the 
only reasonable interpretation; and researchers 
can suffer from unconscious bias."
and
"Fieldworkers certainly carry recollections in their 
mind that go beyond the data given and that helps 
them to interpret the data."
(p.209)
The latter statement above highlights the differences in analysis 
between Case Studies (1), (2) and (3), contrasted to (4) : in (4),
there could be no such "recollections in my mind", only reflections 
transferred from other Case Studies which might have applicability to 
this one.
Analysis of (5) was different again : here I had to attempt to interpret 
the data against two sets of criteria : (i) within the German context, 
and (ii) in comparison with findings from the British context. To 
help me with (i), I made use of the assistance (both human and material) 
of the German Library Institute so as to gain a perspective of the 
German school/resources scene, and of the interrelatedness of teachers, 
students and librarians. As will be evident from the actual Case 
Studies within C5), I visited a number of very different educational
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settings, which gave me the opportunity of comparing access, part­
icipation in classroom, library facilities etc. (a) within 
institutions in one part of Germany, and (b) with Britain. And it 
will be remembered that my perception of the German scene still had 
to be accommodated with the memories of prior experience of my own 
German education.
In analysing and writing up case work, the element of time is 
important. In my work, the sequence of Pilot Studies followed by 
Case Studies (1), (2) and (3) seemed logical, but only (1) was 
analysed and written up shortly after completion of fieldwork : my 
whole hypothesis and overall methodology had to be tested quickly 
in order to plan subsequent work. (2) and (3) were left to simmer 
for a while, leaving me time for reflection, comparison, reading, 
discussion. The essence of both was used in preparing a paper 
for the International Conference of School Librarianship 1983, and 
reaction to that led to further reflection on my part. The LASS 
study, being 'cold^ carried no time factor, apart from reading the 
reports and the many articles written about the project before, 
during and after its completion (Stenhouse 1981, Ebbutt 1983, Labbett 
1983, Rudduck 1983, Rudduck & Hopkins 1984a & b, Stenhouse 1984a,
1985).
The German data, too, was not written up immediately, although I 
submitted a short report on my study visit to the ESRC and presented 
a seminar on my experiences of 'comparative research' to the staff and 
students of the Department of Educational Studies at Surrey University : 
again, my colleagues' reactions and questions helped me to formulate 
my findings into a coherent description of my work.
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Thus, although the three types of study are distinct, and there are 
distinctions also within type (i) there are many strands that 
interweave; similarly, my methodologies, though necessarily different, 
are cross-effective. X do.not regard any one Case Study to be 
totally separate in conception, execution or analysis ; and, again, 
my concurrent literature combing of how other researchers had 
pursued their studies, and sharing their reflections in retrospect, 
is for me an essential part in the description of my methodological 
process.
The Case Studies that follow will, therefore, stand on their own, 
ie. without extensive methodological explanations, except to set 
the scene and act as Greek Chorus when necessary. Although the 
chronological sequence would be (1), (2), (3), (5), (4), I see the 
logical progression as (1), (2), (3), (4), (5) , because findings from
(4) (LASS) echo to a large extent findings from the other British 
settings, particularly (1). and the research in Germany is a 
comparative study with the research in Britain.
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CHAPTER V CASE STUDIES
Case Study 1 : Comprehensive School
Setting
An A-level history course in a comprehensive school which had been a 
Girls' Grammar School until 1977. The course is taught by two 
teachers (T1 = European History, and T2 = Modern British History), 
and is attended by seven students (SI - S7). After initial discussion 
with T1 about the purpose of my research, I undertook a sequence of 
classroom observations (7 consecutive weekly double-lessons), a 
taped interview with T1 and also with all the students in two groups. 
Subsequently, I also observed two consecutive weekly double-lessons 
conducted by T2, and had one taped interview with T2.
On my first visit, Tl introduced each student to me by name and 
explained that I had come to see what was going on. The students 
showed only mild curiosity. I sat on a bench behind them, we all 
faced the teacher, and I had the impression that the students soon 
accepted me as just Another Person in their classroom. Similarly, I 
felt that Tl did not overtly change his teaching behaviour : I asked 
some of the students, after a few weeks, whether they thought he 
always taught in the same manner, and not one offered any suggestion 
of difference since my arrival in the classroom. He seemingly took 
no notice of me.
What follows is a description of some factors which became apparent 
through observation and interviews over the period of almost one 
term, addressing the topics which were of particular interest to 
me.
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Teachers1 Expectations
It was clear that before tackling actual resource use, I would have 
to come to an understanding of what the teachers expected of their 
students? how they projected such expectations; and how the students 
felt and acted upon these. Only then would I be able to assess the 
place of library and other resources, and the role of librarian as 
perceived by students and teachers.
Thus, I asked both teachers - independently of each other - what their 
expectations were of Sixth form students and their work. T2, highly 
respected as an excellent historian, has long experience as teacher 
in this school from its grammar-school days. From my observations 
in class and her statements in the interview it was quite obvious 
that she is greatly concerned for her students, but equally obvious 
that she still laments the passing of the days when 'Sixth Form' 
meant keen, motivated students :
T2 : '... The ability range (in the Sixth Form) is now
so great and the starting standard with a proportion 
of them is now so low that they have to be treated 
indeed coerced, and to some extent even frightened, 
into doing any work at all, at the bottom of the 
group ... I've done things recently which I would 
formerly not have dreamt of doing at Sixth Form 
level in the way of tests - I've never set a 
detention, but we've come near it in the way of 
putting pressure on .—  It is slightly depressing 
in view of the kind of maturity we used to expect - 
perhaps wrongly - in the past. I mean it used to 
be assumed that once they had passed their O-levels 
they could begin to be genuinely independent ....
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And Tl echoes T2's sentiments :
i
Tl : ... Over the years my expectations of Sixth Form
students seem to have got lower and lower : I 
work on the assumption that at the beginning I 
assume absolutely nothing, and then I just see 
how it goes. I'm afraid: my expectations indeed 
are very low ..."
But T2 admits that setting high standards may be a 'mistake1 made by 
teachers:
T2 : "... I used to know an HMI who commented on the
very common mistake made by Sixth Form teachers - 
possibly also of higher levels - of assuming far 
too much : they change their expectations far too 
quickly ... I think managing the transition is 
something that we have to aim to do, and also 
that you've got a changing level of work all the 
way through the course - they can't be treated 
in the same way; and, of course, different Sixth 
Form students differ considerably - I mean, they've 
got to.
The fact that there was a wider ability range in smaller Sixth Form 
classes was frequently mentioned and regarded as a problem
Tl : 11 This really is the essence of A-level teaching : 
you do have quite a spread within the group. For 
instance in the Upper Sixth we have somebody who's 
going to Cambridge and ... right at the other end 
of the scale someone who's going to be lucky to 
get Grade E."
Teachers' Expressed Teaching Style
The teachers' expressed expectations of their students led, in 
conversation, to their expressed teaching style in the Sixth Form.
I stress 'expressed', because we have yet to see how such
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'expression' was received by the students.
I : "Do you feel that your teaching style at A-level
is different from your O-level style?
Tl : Well, as far as the O-level is concerned, the
major difference is that you're dealing with much 
bigger groups. And the O-level course is an in­
credibly demanding one, and therefore the teaching 
style is generally the lecture with very little
come-back. In the Sixth form, one automatically
starts off with your teaching style being the 
lecture because that's what they are used to, and 
during the Sixth form one of the things I try to 
achieve is a gradual transition from just the 
straight lecture to a more seminar approach, but I 
never actually abandon the lecture approach totally 
for the very simple reason that there is such a lot 
of the course to get through, and it's fatal to 
leave the children to their own devices too much.
I'm afraid (laughs). So - yes : there is an 
overspill from O-level to A-level. You can get 
a little more discussion going because there are 
smaller groups, but the teaching style, as far as 
I !m concerned, is primarily the same."
And T2 :
it
T2 : As far as History is concerned, I try to do things
gradually because the first hurdle they have to face 
coming into the Lower Sixth is these enormous books 
and this rather difficult reading and note-taking, 
and I like to try to get that going before saying 
'And here are 37 books on this' - or even 'there 
are 2 or 3 books on this', so I think the process 
of broadening out from one or two things which I
more or less say —  is rather gradual __ Generally
the hurdle of having to take notes at a much more 
difficult level has to be got over first ...
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Note the expressed or implied difficulties and problems seen as 
inherent in the 0—level to A-level transition ~ words like 1hurdles1, 
'difficult reading and note-taking', 'difficult level* continually 
occur in T2's comments, while similar concerns are expressed (albeit 
more gently) in Gl's 'it's fatal to leave the children to their own 
devices too much'. The difficulty is seen to be that of transfer 
from dependence to independence in students' learning. Both teachers 
felt that this was a problem not only at the 0/A interface but, 
indeed, at higher level:
“Tl : ... As the students go through the Upper Sixth,
the dependence (on the teacher) does reduce some­
what but there is still dependence. And this is 
the problem that the students will find when they 
go to university. It's a problem I found, and that 
so many of them find, that they're led along very, 
very carefully, and I feel that in a way universities 
don't lead them along enough. They need to be aware 
of this. I think a lot of the children — because they 
are only children, some of them: - are really a 
little bit at sea when they get to university.
Universities might come back and say that we 
ought to make them a little more independent, but 
if we try to do this, they're not mature enough, 
the majority of them, to take this independence at 
Sixth form level. Some of them are, but most are 
not. It is a very difficult path to tread. I'm
\t
afraid.
T2 : “one tends to expect in Sixth formers the kind of
knowledge and maturity which in fact you have when
you are about 24 years old, and the kind of
generalised information that is built up at a
student age, I think, perhaps rather than at 
Sixth form age ...'
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Here - as elsewhere see p.125, 129) it was difficult to pinpoint a
.... —   —  • - - • • -
distinction in both teachers' minds between 'maturity' and 
'independence1 - a topic which greatly occupied Stenhouse in his 
conduct and analysis of LASS. T2 equates maturity with age, which 
is surely debatable. Perhaps the depth of life experience matures 
us, but does this necessarily lead to 'independence of mind'?
How great a part can teachers really play in this process? Their 
own uncertainties are highlighted time and again in the interviews.
Examinations
All conversations — with teachers and students — and all the lessons 
observed inevitably touch on examinations. There is no escape : 
the teachers regard them as strait jackets, (LASS calls them 'a 
stranglehold') restricting their educational aims ; students see them 
as the all-pervading aim of the Sixth form, the raison d'etre. 
However much both Tl and T2 expressed their concern for students' 
complete education, it still invariably focussed on the examination :
Tl : ,l... The real thing I'm after is that examination 
in the Upper Sixth year, and everything really 
is geared towards that. As far as essays are 
concerned, I work very hard to get them to write 
clearly, concisely, and by and large at the end 
of the day, they do. But whether, again, they can 
remember it all for that one day, those three 
hours, whether they can reproduce it under the 
pressure of time, is a totally different matter : 
so, yes, one encourages them to read with that 
end examination in view.0
T2 : ' (The students) do not see how this (further
reading) contributes to the rather set body of 
information which they envisage is what is 
required for an A-level topic, which is partly
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the fault of the exam, because it does, in fact, 
require level of that kind. It does also require 
considerable breadth, and you can't get very far 
with your understanding unless you've got 
considerable breadth, too. But quite how to get 
considerable breadth nobody has really sorted out.
The examiners continue to comment that this is 
a difficult topic, and that the run-of-the-mill 
subjects within it are well-done and the more 
generalised ones are badly done, but quite how 
you get from A to B is not something their 
comments* are very helpful about.
... My feeling is that you can pass A-level with 
a textbook, and a good many people realise this.
But you do not get very far as a historian or 
interpreter which is what the examiners say 
they want, when in fact this demands some 
acquaintance with resources, with biographies, 
with historians' interpretations ... it's asking 
quite a lot at Sixth form level to get them to 
appreciate that further step ..."
Interim Summary
To sum up the teachers' views of Sixth form course work and students :
a wide range of ability contained in small classes; low expectations
of students; constant reminder of examinations and uneasy relation
with examiners' goals which conflict with schools' and students'
capabilities; acute awareness of and efforts to combat difficulties
inherent in transition from O-level to A-level, from dependence to 
»
(aspired) independence.
* One such comment appeared in the "Sunday Times" (Lister, 1984), when 
an A-level English Literature examiner complained:-
"(Candidates) didn't seem to know that Byron knew Shelley 
or Wordsworth knew Coleridge, or when Jane Austen actually 
wrote and what was happening at the time. It's terribly 
depressing."
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This context of dependence/independence will be examined next : to 
what extent is the student perceived by self and by the teacher to be 
dependent on the teacher and on the resources advocated by the 
teacher? To what extent does the teacher guide the student towards 
greater independence? How successful is this development as seen 
by teachers and students?
Both Tl and T2 have already been quoted as acknowledging the students1
dependence on them, both are anxious to lessen this hold. But T2
feels they must first tackle the 1hurdle1 of difficult note—taking 
and 'enormous books'. In fact, she feels that -
T2 : ‘ . for some people, they're not doing it (= note- 
taking) properly in the Upper Sixth, and that's a 
great headache.
I : Do you, in fact, inspect their notes?
T2 : Yes. I always inspect Lower Sixth notes for about
the first six months, I tend not to after that. Now 
that is partly because they must be allowed to be 
genuinely independent, partly because it's
immensely time-consuming There are other ways
of checking up on them, like the tests which 
increasingly, unfortunately, we are beginning to
i*
set ...
How did the students feel about this?
it
I : Does T2 ever check on what sort of notes you take?
S1/S2: Yes, sometimes, but she just looks at them and says 
they're okay but not detailed enough, but we don't 
know how much she wants ... I mean, class-notes, 
we write pages and pages, and just get a tick at 
the end and nothing.‘
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Perhaps an indication that the students were not yet ready for 
independent work, or perhaps a lack of rapport between T2 and the 
students : the latter suspicion was strengthened when I asked her:
u
I : Do you set them many essays during the year?
T2 : Yes, I have rather a sausage-machine system :
I take a new topic, usually after discussion, and
sometimes after they1ve decided what they want
tt
to do next ...
But on asking the students:
53 : "—  we just seem to be going on and on, it's not
broken up, and when she's finished one bit she 
asks 'what do you want to do now?' and we haven't 
a. clue, and then she gets annoyed. She gives us 
a whole lot of things —  and we haven't a clue 
what she wants, we've never heard of it, she 
asks 'Do you want to do this?' and we have no 
idea what she's talking about ..
i*
54 : —  she gives us class notes, hadn't told us
what she wanted .
One student was quite articulate about this. When I asked -
I : Do you think that T2 perhaps feels that as you
are in the Sixth form now you must learn to be 
independent?*'
the reply was - 
«»
SI : She should either get us to do it all ourselves
or do it herself. As it is, she sort of gives us 
half notes, and we don't know what to take notes 
on ourselves because we don't know what she's got 
or if we've got to take them all over again."
summed up neatly as:
" ,«
S4 : We really need more help from her.
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These comments illustrate clearly to what extent students still 
rely on teachers' support. They also corroborate the findings of 
the LASS project which show the gulf between teachers' efforts at 
training for independence and students' actual state of 
dependence.
I was naturally interested to see how this seeming mismatch of 
teachers' expectations, couched in task-setting terms, and students' 
understanding of task-performance, might compare with the other 
teacher1s (Tl) methods in guiding the students :
ti
52 : I find it easy to take notes from the way he
presents his material.
53 : Yes - he doesn't speak too quickly, and perhaps
he'll say something which isn't totally relevant, 
so you can catch up while half-listening.
S2 : And he's also very thorough, he doesn't skip over
things and say 'read up the rest of the background',
and if you know what you've got to do, like take
the notes, then you know what you have to read up 
v
about it.
In my classroom observations it had been quite obvious that the 
rapport between Tl and students was vastly different from that with 
T2, and this impression was confirmed repeatedly in the interviews. 
"You can always have a laugh with him'1; "He seems to be alive more"; 
but "She just drones on and on''. But it was not a matter of 
personality, no students were critical of T2 as a person : I feel 
strongly that the gap was much more one of mis-timed aiming for . 
independent learning on the part of T2, while Tl seemed more 
realistically down-to-earth:
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I : ‘ How do you think (the students) would fare if you
simply said ’use your textbooks' (in setting a 
task)?
Tl : Well, this is experience. When I started
teaching, I referred to books, and as the years 
went on and on I found it was fatal to refer 
to books, X referred to chapters, and now I 
refer to pages ... (laughs) and - yes, I find 
I even have to do it with the Upper Sixth 
form. The good ones, if you refer to a book, 
will find out the chapter and the page 
references ... But one is always teaching a 
much wider range than just the good ones, 
and therefore, I feel that I really have to 
spell it out for them."
And 1 spell it out for them’ he does, but always in the spirit of 
expectation of response from the students.
The following notes, taken during one lesson, may serve as an example 
of this teaching style:
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Teaching Styles as Observed by Researcher and Perceived by Students 
22.11.83 9.15 - 10.30 Lower 6 A-level HISTORY
T : Good morning everybody. Now, did you bring back
the Clegg notes? They're expensive to produce 
and you've had them quite long enough to make 
your own notes from them.
(hands back essays, encouraging comments)
Can I remind you again that you have an essay to 
do - due in a fortnight's time.
Now, when I talked about the Belgian and Greek 
revolts, I mentioned that there was also the 
Polish Revolt, and we'll talk about that 
today.
(hands out topic notes*)
Again, as is my wont, let's look at the back, at 
the bibliography. 1^ shall be covering a lot of 
the background. You'll find information scattered 
throughout the literature, so there are a lot of 
books. Now I don't think it's too harsh to suggest 
that you'll have to do a lot of dipping into 
various books. You should all have access to at 
least 3 books : don't think it's going to be easy 
because it's not.
Now look at the (exam) questions. (reads from 
topic notes)
(Qu.3) - hence my obsession with maps'
(Qu.5) - that's to show you how examiners some­
times put questions - sneaking in other 
aspects of the topic.
It ±s_ an important topic for you, (a) for your 
work at the moment, and (b) for your work in the 
future.
Now let's bash on. You will, of course, get an 
essay on Poland, but not yet. Let's look at the 
sheet. I've outlined the history of Poland 
before the 19the. because otherwise it's too 
difficult, but I don't want to let you loose on 
18thC. books.'
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(explains sheet page 1)
(qu/ans/recalls Turkish affairs etc. - all 
previously done)
(continues, with geographical explanations re 
Poland's weak position)
If you look at a map of Europe, you'll see ...
three partitions ... you're not required to
know these in detail ... (refers to map)
Any problems so far? Quite clear?
OK, ...
S : Why did they cut it (Poland) up?
T : Any offers?
S : Greed?
T : Yes, that's right ... (expands).
OK, let's bash on. The first thing I want to 
look at ... (cf with Greece)
(refers to his own notes & lectures) ... Grand 
Duchy of Warsaw - we've looked at that already, 
so you should be familiar with it.
(qu/ans)
(continues) —  I find that quite interesting 
(constant referral to map)
(continues lecturing, waits for Students to take 
notes, asks "OK?", then continues)
(writes on bb) Bicameral legislature. What's 
"legislature"?
(explains) "bi/camera/1" (= 2 rooms/chambers/ 
houses). (compares with Brit., USA, Knesset). 
(writes) franchise. What's that?
S : (answers)
T : Yes - right to vote. (continues, explains Diet,
viceroy) —
Let me finish today with a little question : to 
what degree were the Poles nationalists? (explains) 
Ss : (write)
T : ... so you get
When we looked at the Greeks, I pointed out the
revival of Greek culture __ I don't want to delve
into Polish culture, but one person must be
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mentioned : Adam Mickiewicz. He wrote a number of 
articles and novels which form part of the Polish 
heritage (.explains importance of Adam M.)
Now tomorrow I'll look at the reasons for the 
Polish revolt.
* Topic notes are roneod sheets, handwritten, a couple of pages, 
compiled by T1 on each topic. They summarise, in point form, the 
main essential data, sometimes include a map, and always contain a 
bibliography (detailing pages to be read) and specimen examination 
questions.
This lesson was typical. Notes taken during other lessons show the 
same structure : each began with a greeting - ’'Good morning, ladies 
and gentlemen'', and was followed by a reminder "you remember that 
last time we discussed ...'', then by an introduction "today I want 
to talk about ...'', and finished with a summary "so, to round up, 
we've seen today — ", and an advance organiser - "next time we shall 
see how ... ", and, finally, without fail, ''thank you very much n.
The quick fire questions and answers peppering the lessons served two 
purposes : (i) to relate what he was saying to what had gone before, 
and (ii) to check whether the students who were busily making notes 
while he spoke were 'with' him. His delivery of the material was 
invariably lively, interspersed with humorous asides, often directed 
at individual students ("You should know all about this, Tim, through 
your War Games").
T2's teaching style is very different from Tl's : full and detailed 
material, read out to the students with little variation of voice; 
occasional intentional pauses to give students a chance to "go over 
the notes you've just taken down and make appropriate headings", and a
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plea "see what you can find out about this topic in the library" 
(Remember S2's implicit criticism (p,92 ) "... he doesn't say 
'read up the rest of the background'#).
How aware of a teacher's style were the students?
SI
h
—  T2 just drones on - and I think oh God, 
how did I find that interesting - but T1 
seems to be alive more, I understand much 
more now than I used to ... it's all pretty 
interesting.
I : So are you saying that Tl's teaching style
has quite a lot to do with making it 
interesting?
SI & S2 : Yes.
53 : I don't know.
54 : I think it's his character.
S3 & S5 : Right. Yes.
S4 : I mean you can have a laugh with him. He
breaks off and asks you questions __
I (to =S2) : What do you think of T1 as a teacher?
S2 : I think he's very good. I've had him for
about three years and I like him, that's 
probably why I passed the 0—level because 
he's a good teacher.
S4 : The teacher makes so much difference ...
SI : (the subject) is made easier because T1
keeps going back so you're reminded of 
what's gone before and you remember 
things from other lessons ..."
So while the students were taking notes they were also conscious of 
his technique of referring back and forward, thus checking and 
double-checking.
Tl makes use of the blackboard (a) to write down dates ; (b) to spell 
^^^^^cult names ; Cc) to list authors and titles, supplementary to
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those mentioned in his Topic Notes (see p. 96 ); and (d) to draw 
'maps'. These maps would be totally unacceptable from a geographer's 
point of view but should, in Tl's view, be good enough to illustrate 
a historical point; however, as he says himself:
Tl : You've heard all about my instant unrecognisable
maps - they think they are hilarious ; but then 
they think an atlas is an atlas and a history 
lesson is a history lesson .. .n
I shall come back to the concern implicit in this statement, ie. how 
curriculum subjects are seen as totally separate entities.
Guidance Notes
Apart from the Topic Notes, Tl also compiles History Guidance Notes
which are handed out to students at the beginning of the Sixth form
course. They set out the general aims and objectives of the 
course, standards of essays expected, suggested reading lists, 'do's 
and don'ts' of examination preparation, practical suggestions for 
studying and revising. Some extracts may be indicative of the tone 
and level of these notes :
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Guidance notes for Sixth Form history
The course : ... in practice, it is impossible ... to cover the whole
of the given period comprehensively, so it is necessary to select 
topics within this period for detailed study ...
Lessons will mainly be in the form of lectures, but there will also 
be prepared discussions and personal note-taking. Note—taking from 
lectures is very important as X shall cover the main topics of the 
course ... You must make sure your class notes are legible and clearly 
presented ... However it is not enough for students to attend lessons 
and scribble notes. Students are expected to read and make notes on 
the reading. The purpose of this is to enable students to get a 
more thorough understanding of the subject. If you read widely and 
wisely about a period of history, you will develop a deeper under­
standing of the period and the actions of contemporaries. For this 
purpose you are issued with books and books are periodically recommended 
throughout the course. Some books are to be read thoroughly, others 
to be dipped into.
There are different sorts of books, eg. general history books 
specialist books (some listed)
... Of course, the books mentioned above are only a few of the vast
number on the 19th century. If you come across other books in the
library, don't be afraid to use them
Reading is only a small part of the story. You are preparing your­
selves for an examination and you, therefore, need to make notes on 
your reading. This should be done in conjunction with lessons.
How? Some advice :-
(i) follow up references given.
(ii) select a section in a book to be covered and read
it quickly to get a general picture of the sequence 
of events and ideas. If we have already covered
topic in class, compare what I have said with 
the ideas in your books. Remember that you can have 
a number of interpretations of one incident, a 
variety of causes for one action ....
Examiners .... assume that candidates have a stock of information 
and expect them to present opinions and sustain an argument based 
on this remembered information. They are not concerned with the 
sheer weight of facts which candidates have remembered: they are 
concerned with the extent to which candidates have understood the 
topics and have presented their arguments ...
A level history is an intellectually demanding course. It is also 
potentially an extremely enjoyable course but that depends on your 
own approach and commitment to it. These notes are designed to 
help you get the most from the course and success in the final 
exam. Good luck'
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I asked students about their use of these Guidance Notes:
52 : 111 looked at them at the beginning. Pretty
interesting - they showed you what is expected 
of you; because it's like any subject, you 
come in and the teacher tells you it's going 
to be awful, and you've really got to work hard, 
and you feel you're not going to be up to it, 
but I think he (=T1) puts it all into 
perspective, like, well, if I'm willing to 
work hard, then I can do it, it won't 
frighten me off, it shows me more clearly 
what I'm supposed to be doing. They are 
really very helpful.
53 : ... They did reassure me when I read them.
It meant there wouldn't be piles of work all 
at once.
54 : I just read them at the beginning ... I think
you learn what the course is about during the 
first week or so ...
I : Did all the teachers give you Guidance Notes?
Ss : Oh.no - he was the only one.
S2 : I think if the other history teacher (= T2) had
done that it would have helped.“
(I asked T2 about these notes : she knew of them, commended them, 
but felt that such notes would not be appropriate for her part of 
the course).
During my observed lessons with T2, she did not use the blackboard, 
nor did she hand out topic sheets. So how did she present a new 
topic? To continue her description (see p.91 - sausage-machine
system) :
T2 : I take a new topic ... I then introduce it which
is partly laying foundations, partly also
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conveying things which they may find difficult 
to find or to appreciate from points of . 
appreciation, but that I think they ought to 
know. They take class notes, scribbling them 
down - sometimes I think they don't take 
sufficient notice of these. They then go off 
and do reading notes. Now this may be based 
on the textbook or a variety of books, and 
as the course goes on, I hope increasingly 
from a variety of books °
This hope touches on a very controversial point, discussed at some 
length in LASS : ië it always of advantage for teachers to recommend, 
and for students to read, a ''variety of books'1? Our first reaction 
is probably an unhesitating 'yes'. But we again come up against the 
ambivalence of examiners' expectations of wide reading on the one 
hand, and the boundaries (of time and topic) set by examinations on 
the other. While some students will soak up, digest and use varied 
data competently, others may be confused and discomfited by possibly 
conflicting views.
How, in fact, are T2's hopes and expectations perceived by the 
students?
u
I : When T2 says 'go and look it up', what exactly
do you do?
53 : Go to the library and just look through the
shelves ...
54 : There are not enough books to go round. And then
there is one great book about (specific subject)
1 think what in there do X need to take out — 
you know, it's very detailed, or else a little 
pamphlet which has hardly anything is it at all.
S2 : I just don't know what she wants — there's so
much ... I thought I had finished everything.
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and then I looked and thought'Oh God, there's 
a big gap I've missed put ... '
S3 : She ought to do it like Tl, write out what is
wanted..."
Again - comparison of T2 with Tl; again, the feeling of bewilderment, 
of not being led, of 'really needing more help'. The same message 
comes across in writing up, ie. after searching for information - 
uncertainty about quantity required:
55 : She didn't give us any idea how much she wanted,
how many pages.'
56 : She just says 'do as much as you think is
enough*, but how much is enough?
S4 : T2 just tells us to read, we compile our own
(bibliographies), but if you only put one or 
two books down for her, she doesn't like it:
'You haven't been reading', and I've put 
down 10 or 11, and she put 'quite good' 
underneath, and I thought, 'oh no - she 
expects me to read even morel'
54 : ... w ith  T2 you don't really know how much
you have to do. Whenever I've written 
something, she usually puts 'quite good' 
or 'good'.
55 : Yes - and he writes just a couple of pages
and I write pages and pages. I know it's 
quality not quantity , but we get the same 
mark, and she moans at him for not doing 
enough, so I think oh, is it worth it - all 
this hard work, and we both get the same 
mark, and both get told off the same way.''
Living proof of the theme of Laurie Taylor's "Letter" (1982) in the 
Times Higher Education Supplementv:
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.. By the way it turns out that I need 
not have worried so much about that 
essay during the Christmas holidays. 
You’ll remember how long it was 
(nearly fifteen thousand words) and 
how many books I read. W ell, Dr 
Wemitz seemed to think it was all 
right because he wrote on the bot­
tom (notice how I have learnt to 
quote):
“Most satisfactory: a comprehen­
sive and critical review of the liter­
ature. Pay more attention to para­
graphing and refer to the depart­
mental handout for details of the 
pro forma for bibliographies.”
But as I say I need not have 
worried because Adam Turner (you 
remember that I  spoke about him 
when Dad and I had that argument 
about homosexuals not wanting to be 
women). Well, he only wrote three 
pages and says he copied most of it 
from the Fontana Modem Masters 
book, but still got: “Most satisfac­
tory: a comprehensive and critical 
review of tne literature”, at the 
bottom...........
The implications of this point, so clearly (albeit satirically) 
illustrated by Taylor (from his own or his students1 experience?) and 
the students of this study, will be discussed more fully later.
The uncertainty felt by these students cannot be ascribed to any 
indifference on the part of T2. She was clearly concerned about the 
students' individual ability and progress:
T2 : "... If you've got to cope with kids at (a)
level who may or may not just scrape through 
A-level with an E (grade) after two years ... 
it's very difficult also to deal adequately 
with the better ones. Some individualists 
who get fed up with the kind of thing that 
goes on in the group go to the public library 
... and make their own programme virtually.
And that is excellent __  But I do get a bit
perturbed about the proper A-level student who 
ought to be reading round a bit more and 
sometimes conforms to the kind of general
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general standard of the group
because they think 1I can get away with less 
work ... if I don't do this extra reading, 
and after all, she must be slightly mad to 
suggest it; just look at X and Y and Z who 
barely read their textbook' . ..'*
Note that T2 refers to the "proper" A—level student — possibly 
another nostalgic back—glance to the Grammar School days, ie. her 
concept formed by her prior experience.
Interim Summary
In their concern about the difficult transition from dependence to 
independence in learning, both Tl and T2 are trying to find effective 
measures in their teaching methods to guide and help their students. 
Tl starts from an expectation of a higher level of dependence than 
T2, with the effect that the students seem to feel more secure and 
comfortable in their state of dependence with Tl than with 12. All 
students are sharply aware of the two teachers' styles and 
intuitively compare them.
It seems to be a comparison between pragmatism and idealism. Tl sees 
his role as that of getting his students through the A-level 
examination. In order to fulfil this, he uses the expediency of 
such resources as in his prior teaching experience have proved to 
be the most successful : his own material (Guidance Notes, Topic 
Sheets); selected extracts from other printed materials with which 
to 'spoonfeed' the students; his own teaching style which cajoles, 
leads, alerts, reminds, props (visually - maps, blackboard use), 
encourages —  in a seemingly boundless manner, continually going 
back and forth, offering reinforcement and consolidation* leading 
all the way.
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T2 is idealistic, still hoping to recapture "proper" Sixth form 
standards by encouraging independence and voicing her expectations 
of students' own contributions through their own selection of 
resources. No doubt both Tl and T2 started at the 1 independence— 
of-mind at Sixth form level1 point : Tl has moved 'down1, T2 is still 
hopeful that the students may move 'up1 although unsure of how to 
achieve this.
School Libraries
So far, areas of libraries and other information sources have been 
mentioned only cursorily; but X also asked teachers and students 
specifically about the school libraries, about their perception of 
the role of a school librarian, and about outside libraries and 
resource centres. Again, it was an exploration of how the teachers 
saw and promoted books and journals etc., and how students received 
these messages and acted upon them.
The school has two libraries - one general and one reserved for the 
Sixth form. There is no librarian as such, but a member of the 
English Department looks after the general library while a (retired) 
teacher comes into the Sixth form library once a week to 'put 
plastic covers on books', as one student identified her role. The 
dual role of the Sixth form library (books + quiet study area) is 
lamented by teachers and students alike
Tl : “l think it (= dual role) is awful ... One
of the problems we have in this school is the lack 
of space for the Sixth form to study adequately.
The Sixth form library is too small, it's in the 
wrong place (= directly off the dining room), 
it's badly used by the Sixth form : again, it
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is one of the things they have to be trained 
to do —  not to gossip, not to take food in,
—  But at least they have got a Sixth form 
library - it is inadequate, but at least 
it's something.
I : It's always difficult ... It has been found
that students actually sitting there don't 
necessarily use the books around them at all 
.... and that can, in fact, act as a deterrent 
to those who really just want to come and 
browse through books.
Tl : Yes, because there's lack of space, and of
course, you browse through books and you 
make a noise. I'm not a believer in 
libraries being totally quiet like funeral 
parlours - as they often are because they 
are used as study rooms as well."
As for the students - 
n
I : Do you use it (= Sixth form library) for
working (in)?
Ss : Yes.
I : A lot?
52 : Not really -there's usually so much talking
going on there.
I : Would you expect the library to be
absolutely quiet?
53 : Well, no, but some people just come in to
have a chat with their friends, and when 
one starts, the others follow, and it's hope­
less - it's not a library any more."
So to S3, the concept of a library is a quiet room, presumably with 
books in it. Yet to some students their own function in it is 
unclear :
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54 : ... Sometimes people come in just to talk.
I : Can't you tell them to get out?
55 : That makes you very unpopular.“
Use of Library Resources 
Ci) Books
How much use do the students actually make of the books among which 
they sit?
I : ' Do you find that you automatically get up
and look at the books around you while you 
are there?
SI : If I'm doing a history essay I might get up
and look for something in one of the books.
But for Economics we have our textbook and 
don't need anything else.
I : You feel more than the textbook isn't necessary?
SI : No.U
For Tl's history course the students have two textbooks, and, as one 
student says -
S5 : ' I find the best parts of the books are in his 
notes.
But -
S5 : ... I do like to look at other in formation as
well perhaps on some things vhich haven't been 
quite covered."
S5 was not alone in this extension of resource use beyond the pre­
scribed textbooks in Tl's course:
I : “do you read the books which Tl has recommended?
Ss : Yes, and his classnotes.
I : I see ...
S2 : You can write the essays on the notes he has given
you, and I suppose for the examiner they'd be 
full enough as well, because the actual information
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is in the notes themselves, but Tl doesn't 
like it if you just use his notes, he wants 
you to read other things as well - really 
it's just to get you to read other books 
which I suppose is just as important.'1
How did this interpretation of Tl's resource promotion match up with 
his own expectations? He perceived the students' reading habits as 
developing through two stages :
Tl : M One assumes that they are not going to read
an awful lot at the beginning. In a way it's 
a little bit of a negative way to look at it, 
but I think I'm realistic. I never really 
get terribly upset as some history teachers 
do if the students aren't reading this, that 
or the other right through the first term. I 
don't get terribly upset by that at all. What 
I do get upset about is if they don't even 
bother to read the basic textbook, and write 
an essay answer just on a few very brief 
class-notes which they've taken. That's when 
I get upset. But I don't expect them to do 
a massive amount of reading at this stage - 
no : they won't do it."
But at a later stage -
. Tl : "what I'm interested in is that they write a
good answer to the question, a good relevant 
answer. My badgering them to use other books 
is because I want to get the most out of them.
At the end of the day they will only be able 
to perform properly if they understand the
course. And they will only understand the
course properly if they've done an awful lot 
of private reading. So, really, all the 
interim essays between now and the actual
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A-level (exam) is to test what they have 
understood and to encourage them to read 
round the subject."
Tl s views appear to have been picked up and interpreted clearly 
ky the students. They seem to know where they stand, what is 
expected, and what is necessary for them to do : he has spelled it 
out for them, while T2 hopes that her less directive guidance will 
encourage independent work.
The contents of the Sixth form library is subject-shelved, but there 
is no up-do-date catalogue on cards, or in any other format. 
Teachers and students are thus obliged to hunt for books by means 
of locating relevant shelves and searching through them.
I : So how in fact do you find your way around?
Just by hit or miss?
56 : Well, Tl showed us where the history books are,
and the English teacher took us to the books 
on Chaucer ... •
57 : Yes, at the beginning of the course he (Tl)
took us all down to the library to show us.
I : And what about the other teachers — say
Geography and Economics?
S3 : Well, for Geography - I can never find books,
anyway.
I : Now is this because you think there aren't
any books?
S3 : There are, but you have to ask the Geography
teachers about the special Geography library,
and I can't find them __
I : Is there not one special place in the
Geography Department where they keep all 
the books?
S3 : Yeah, in the other building somewhere.
One of the boys told me.
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I : Were you told about these departmental
libraries when you first started the course?
Ss : No.
I : So if it weren't for the fact that you
either guessed it or somebody told you, as 
now - 'yes, over there, in the lefthand 
corner, that's where the books are' - you 
wouldn't have found out?
Ss : No."
T2, too, is concerned :
i
T2 : I agree (the students) tend to be geared to
the physical location of the books, and even
to the extent of one going into the library 
and standing in the door and saying 'have 
you seen that one on the left?' __
We are tending ... to send someone into the 
library to collect nine copies of (specific 
title), bringing them into the class and 
doling them out, because nobody but us is 
going to want them. This is not as it 
ought to be, and it is, in fact, very bad 
training ... very bad practice, because 
you can lose books easily in this way ...
I don't think the situation is satisfactory, 
but the basic problem is staff time."
The students had commented that they could not discover what was held 
by the Sixth form library, other than by browsing to see what was 
actually on the shelves at the given moment; that they relied on 
teachers' guidance; and that they did not think highly of it as a 
quiet study centre, either '—  or so I interpreted their remarks ; 
yet -
I : Well, I can't discover very much enthusiasm
for the Sixth form library here -
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S6 : Oh, the library is all right, it's just 
that vre can't find our way through the 
shelves ... it's very hard to find the
it
right books.
Another student perspective on the concept 'library'.'
The general (main) school library is catalogued and classified and 
contains much paperback fiction, over and above 'subject' books, 
with the clear intention of encouraging wider and leisure reading.
It is open for use by all students and staff, but -
it
Tl : There are odd things in the main library,
but unfortunately the Sixth formers tend to 
think that the Sixth form library is for 
them and the main library is for the rest 
Some books that the Upper Sixth often 
complain that they haven't got, on Russia, 
they in fact are in the general library, 
and really, it's a case of ne'er the twain
shall meet, for some of them __ if they
made a habit of just going in there to 
have a quick look at the relevant section, 
they'd find things of use."
However, when I asked the students -
i'
I : What about the general library - do you
use that?
S3 : No, not much ... it's often shut when you
want to go in at lunch time, and at other 
times there are lessons there."
So the main library, too, has a dual role : resource centre and class­
room; and pressures on staff time result in library closure during what 
some students would regard as prime time.
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(ii) Journals and Newspapers
So far, I have concentrated on books in the libraries. I v;as also 
interested in the other important library resource : journals and 
newspapers. Both teachers and all the students immediately identified 
"History Today" as the journal most relevant to their work. But to
what extent was such relevance perceived and acted upon?
it
T2 : ... We have "History Today". We don't do
nearly enough about getting (the students) to
use it. I'm not sure how far they do - they 
do a bit ..."
Tl : ' ... (the library) takes various periodicals 
like "History Today", and if you remember 
... I did refer (the students) to an article 
in the current copy ..., and I know for a 
fact that if I hadn't mentioned that, they 
wouldn't have come across it, because if 
they go in there they just go in for a 
browse of a fiction book or what—have—you, 
and they won't look at the journals or 
what's in the history section ...''
S2 : ... I've looked at "History Today".
I : Do you like it?
S2 : Not all of it, no.
I : I mean, you don't make a habit of looking
at it, say, every Friday during a free 
period?
52 : Oh no - I find it boring.
53 : Sometimes it has some interesting articles.
54 : Tl brings it to class when there's something
relevant ... I look at it if it's relevant.
I : How do you know if there's something relevant
in it if you don't look at it first - unless 
Tl points it out to you?
S3 : I think he always would, he reads it __
(regularly).
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I : Oh, I see. So you wait for him to alert
you to anything in it?
S4 : Yes.
I : You’re not in any way tempted to have a
look yourselves?
54 : Well, I've looked a couple of times, but
there wasn’t anything of relevance, so I 
haven't bothered any more.'
And with another group of students :
»i
I : What do you get (in the way of journals) in
the library?
55 : We get "History Today".
I : How do you find that? Do you look at it?
S5 : I've looked at it a couple of times, for
specific articles.
I : How did you know about these specific
articles?
S5 : Tl told, us to look out for one, and another
one I found by chance.
I : Right. So ... one you chanced upon. If you
don't look at them, how do you know what's 
inside them?
55 : You don't.'
56 : Well - on the outside there's a list of
articles ... on the outside cover, so you 
just look down that.
I : Does that mean that you look at the outside
page regularly?
S6 : No, not really - actually I was looking for
"Punch"I
It was a similar story with newspapers : students and teachers were 
aware of the papers in the library, but their use seemed haphazard. 
It was interesting to note that T2 voiced unease about the use of 
journals and papers when questioned : I have already quoted her 
comment on "History Today" (see previous page), and this is her view 
on the use of newspapers :
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ii
T2 : The "Times" is taken by the school. What
tends to happen is that the staff read it ...
From some points of view that is of value, 
but from other points of view perhaps it 
ought to sit in the library more than it 
does.
But -
1»
T2 : Present-day newspapers are not particularly
relevant to our particular A-levels
The stage at which I try to say 'read a good 
newspaper regularly and watch television1 
tends to be more 4th and 5th year, where 
they are doing modern history and it does 
crop up in the news. Now this reflects a 
certain exam narrowness on my part, but 
again, it's partly a matter of pressures.1
This 'narrowness' is stated more baldly -
T2 : I would have had far more to do with (a
general reading programme) when I did 
General Studies when there was a very 
considerable programme of essays... As 
I'm simply History now and not General 
Studies as well, I haven't had an awful 
lot to do with the use of publications 
which are in (the library) .'
Again, a lament for bygone days, regret at the narrowness of specific
A-level subjects and her own, even narrower, part within her subject.
I shall come back to this topic later.
Outside Resources
Ci) Public Libraries
It seemed to me that as the teachers would have no control over
resources which students might or might not find outside the school
- 115 -
context, their direction would have to be far less specific. As the 
findings of the previous pages show, one of the teachers was, in fact, 
perceived to be non-specific even within the school framework, so 
perhaps the difference in resource promotion would be less sharply 
felt when both teachers had to contend with the •unknown1. I asked 
Tl whether he expected the students to go to outside resource centres 
to find information -
Tl : ‘ From the beginning of the course, I always 
stress the importance of other libraries, 
other than the school library. That's 
partly because I believe in giving them the 
responsibility that way, but also because I 
know we haven't got sufficient books in the 
school. So I always stress that if they 
live near a university library ... they can 
have a look in there, but also ... ordinary 
public libraries because it's amazing what 
they can find if they just go and look for 
it. They have some more obscure books that 
generally the ordinary lay person won't read : 
you'll find that they are very useful for 
A-level courses ... I mention university 
libraries, I stress public libraries because 
they are much more accessible, and if I was 
doing 19th century British history. I'd 
stress the (local) museum, and I know for a 
fact that T2 does mention that ... they've 
got quite a lot of useful stuff there."
T2 : (on being asked the same question) z'what
generally happens is that we find we have 
got a topic for which we are very ill- 
provided in school ... I've quite often sent 
people off and said 'scour the public library, 
bring what you find into class, we'll now do 
individual topics, and you can tell me about
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developments in (specific topic) because 
I don't know, and you'd better find out.'
This is practical, and not very elevated - 
I : but it works?
T2 : Yes, provided they have reasonable luck
with their public librariesI 
I : (But) let us assume that in the public
library they have not a single book on 
(specific topic)?
T2 : it doesn't work in that case!
I : —  Do they then themselves feel 'I ought
to look somewhere else', or do they come 
back and say 'couldn't find anything?'
T2 : Well, they come back and say they couldn't find
anything, but I usually have enough people 
around the class who've found something to be 
able to pool ideas. And when they see that 
their friends have, in fact, turned up this 
and that, they quite often get slightly 
further themselves - or at least it makes 
the point that somebody they work with and 
are mates with does find books/
This concept of class discussion and interaction among students seems 
to be related to T2's view of individual students influencing their 
peers : we saw (page 103) her concern about the possible detrimental 
effect of less-able students on the more motivated ones. Here we 
have an example of the expectation that those who have been more 
successful in their search for information may inspire the others : 
overall, an awareness of individual differences.
The students' view of public libraries did not seem to reflect Tl's 
optimism :
ii
I : What do you do about a book which you know is not
in the school library? ...
S4 : I might look in the (local) public library.
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I : How do you find that?
S4 : It's quite good, but you can only take out
two at a time ...
I : —  but you do at least find that some of the
books you want are there?
54 : Well, yes, there are books, but they are usually
too general.
S3 : Yes, I found some books on (topic), but they are
at too low a level."
55 : "... I looked for books ... in my local (branch)
library, though there weren't very many books 
there, actually ... it has some books, but they 
are really small shelves ... There is a 
reference library, too, but I haven't really got 
the time to sit down there and work from the 
books there.
I : Do you find that, in fact, you use general
reference books much - I mean things like 
encyclopaedias ... perhaps you might have 
found something.
56 : Usually I find that articles in the encyclopaedias
are too general . ..“
and S7 : " ... I might try the public library, but not much
else : I don't spend a lot of time looking for 
\
books.
As described earlier (p. 102 ) one student had said that she had listed 
as many as 10 or 11 books at the end of an essay but still did not 
apparently satisfy T2 s expectations. Where had she located all these 
books?
I : 'Did you find them all in your (school) library?
S4 : Oh no, I found some in the public library, and in
my sister's school library, and in my brother's 
school library."
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(ii) Others
This was not an isolated case of bringing the family into play, as 
will be shown in other case studies where students mentioned family 
members repeatedly either as primary or secondary resources.
Another example within this context was the student who said that if 
she used a book frequently, she would buy it at the (local) university 
bookshop : her mother was doing a course at the university and 
obtained her own books there, hence the connection. However, leading 
along from the word 'university' to what Tl had said, ie. that he 
always recommended the university library, when I asked: 
h
I : How do you feel about facilities at the
university library? ... has the possibility of 
looking at books there ever been mentioned to
iiyou?
- the reply was a chorus of "no", nor, in fact did any of the students 
volunteer the Museum as a potential resource centre. How is it that 
the students, evidently so attuned to Tl's expectations and suggestions, 
failed to 'hear' these specific sources? I think it comes back to 
prior experience: while most (if not all) of the students will at 
some time or another - probably as young children - have been to 
public libraries and bookshops, it is unlikely that they will have 
had the experience of associating museums with books (other than 
museum guides), nor will they have been to a university library - 
quite apart from the fact that not many members of the public seem to 
know that university libraries can be used (albeit not borrowed from) 
by them all. The actual experience was missing. The point is all 
the more significant when compared with Case StudyfS^ where the 
French teacher regularly brings the A-level French students to the 
university library for consulting the rich resources there which might 
otherwise have escaped their notice.
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I have mentioned museums. Did the students think of museum visits as 
useful for information gathering?
|l
S3 : We spent a day in the Science Museum and had
to answer a list of questions - a complete 
waste of time, completely irrelevant, but 
at least it got us out of school.
I : Why did you think it was a complete waste of
time?
Ss : It had nothing to do with our subjects.
I : You really didn't feel it was in any way related
to what you are doing?
53 : No. Most of us went straight to the cafeteria__
it
54 : Last year we went to a special exhibition, but
it was far too general for our work, not specific 
n
enough.
Assessment of Resources Used
The preceding pages indicate how the teachers advocate using school 
library, public library and other resources, and how the students 
take up their suggestions. How were the students' efforts in 
procuring information assessed by the teachers - in fact, how far did 
the teachers check up on the students' efforts?
u
T2 : Normally when I start an A-level class ... I
go round the class and say 'what have you done 
since last time?' and, quite frequently, 'what 
books have you found useful? Can you tell us 
because the others would like to know, is there 
a good bit in X or Y?' ... Now I'm not trying to 
say that everybody automatically does what I 
think they have, but we do try to check up in a 
practical kind of way ... To what extent they 
really make proper use of the books that they 
have read I don't know "
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I asked the students:
h
I : Now when, for instance __  you really can't
find anything ... do you then go back to the 
teacher and say 'look — '
Ss : No, they're not bothered.
I : You really feel ... they don't check whether 
fâct you've been able to find the book, or 
how you like the book, whether it appeals to 
you, find it difficult, easy — ?
Ss : Not really."
No doubt such follow-up by teachers would be welcomed by the students; 
nonetheless, both history teachers felt certain that in assessing the 
students essays they could tell how resources had been used :
 ^c^n tell quite easily whether somebody is 
simply reading the textbook or whether they 
are reading around.
I : How can you tell?
T2 : Well, it's really the quality — partly the
content and partly the perceptions.’1
T1 went into much greater detail in his reasoning:
T1 : What I'm after ... is a good sound solid answer
to the question set. Now that can be achieved 
... by just using my classnotes, regurgitating 
them, twisting them round ... and by and large 
... that is what they do ... you can't be sure 
whether anybody has gone beyond that. I mean 
if somebody is very good at writing English, then 
of course they can just use the classnotes 
Sometimes, I'm sure, they get away with it, but 
experience again has shown me that you can tell 
immediately that sort of essay that has involved
some use of other books. Now ... those essays
can be very good or —  very very bad because the 
children can either extract things from other books.
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incorporate it in their essays as part of 
their answer, or they can just rewrite chunks 
of books which of course gets them nowhere ...
I expect them to read their textbooks ... but 
the other books are much more difficult to 
get hold of ... (and) to use. And it stands 
out a mile when they have used them, because 
either they have said something completely 
and utterly ridiculous because they haven't 
really understood what they have read, or 
they'll have managed to incorporate the 
information nicely into the text."
X have quoted T1 s views in some length because they contain several 
■^po^tant points : (1) progression from classnotes to basic textbooks 
to further reading; (2) students' difficulties in incorporating 
information from various sources into a coherent unity; (3) the teachers' 
recognition of quality writing; and (4) the underlying lack of study 
skills.
Teachers seem to have difficulty in analysing their recognition of
quality writing : both teachers in this case study imply that they
just know through experience. How can they help their students
towards such aspired distillation of information culled from several
sources? Study skills might help. The lack of systematic teaching
of study skills has given rise, over the past few years, to growing
concern among teachers and educationalists, and a number of schemes
have been initiated at schools to fill this gap (Coles & White 1981,
»
Marland 1981, Irving 1982, Paterson 1982, Tabberer 1983, Malley 1984, 
Bulman 1985, Webb 1985). The many examples quoted in this case study 
of students' uncertainty about not only what is needed for under­
taking a task, but how best to apply whatever information has been 
acquired may be taken as evidence for such concern.
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Hounsell (1983) summarised the difficulties experienced by students 
in essay-writing by highlighting the different perceptions and 
expectations of students and teachers
"What is required of students varies from discipline to 
discipline and from tutor to tutor and is not self-., 
evident. Students have to find out what a tutor wants 
when he or she asks them to 'read' in preparation for 
a seminar, to 'discuss' a topic, to take 'notes', to 
'write' and essay or report, to 'do' a project. And 
even when tutors try to make their demands explicit 
(sometimes the students can only guess at them), this 
may not be enough to bridge the gap between where 
students are and where their tutors would like them 
to be. My most recent research suggests that students' 
conceptions of what is involved in writing an essay 
for a particular course differ substantially, even 
though they have been informed about what an essay 
should amount to. The well-intentioned comment 
("you need to organise your essays more" or "you 
should try to present a convincing set of arguments") 
can be of little actual help if the student cannot 
see how to organise essays or is uncertain what 
presenting an argument means."
(p.5)
In view of Tl's extensive discussion about essays, I was eager to find 
out how he assessed his students' work, and in particular whether he 
took their use of resources into consideration. These are the written 
comments on one set of essays :
(bibliography : 3 textbooks listed).
Good. Do you really think the Belgian problem 
took a long time to solve?
B+
(bibliography : 3 textbooks, 1 other history book, 
classnotes)
A disappointing essay, S2. You obviously understand 
the events of 1815-39 and have recounted them well 
but this essay is rather a list of points instead 
of an answer to the question. Was the creation of 
the kingdom of the United Netherlands a 1 serious 
mistake1 ? Was the settlement easy to reach?
B
(no bibliography)
Disappointing, S3. You have made useful points but 
your essay tailed off badly and you failed to 
adequately look at the Powers in the 1830's to the 
Treaty of London. You need to write in more detail 
and improve your English. No bibliography.
C
(bibliography : 3 textbooks)
A very thorough and well written essay. You have 
tried hard to answer the question and have made 
lots of interesting points. Well done.
A-
(bibliography : 3 textbooks)
Your conclusion was interesting. Unfortunately, 
the rest of your essay was largely a sketchy outline 
rather than an essay answer. A little disappointing.
B-
(no bibliography)
You have written clearly, but (a) where is your 
bibliography? Have you read anything beyond your 
classnotes? (b) You have not written fully about 
the problems of the Kingdom of the Netherlands - 
I'm not convinced that you have tackled the question 
of the Kingdom being a serious mistake. Was there 
a viable alternative? Might the Kingdom have survived? 
A little disappointing.
C+
(no bibliography)
a) Have you read anything?
b) Your English is improving - keep at it!
c) A sound outline, but you never really tried to 
answer the question!!
B-
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Three out of, seven essays listed no bibliography? yet I had heard 
repeatedly exhort the students to quote their sources, and his 
Guidance Notes stress the importance of reading around the subject, 
even if they do not specifically mention bibliographies. Are 
lists of references, therefore, not deemed important? If this is so, 
how can the teacher assess what reading the students have done, and 
how can students be persuaded of the real need to read extensively?
As Peter Mann (1984) says — albeit of university students:—
"... If failure rates (of students in examinations) 
are not escalating, then is it reasonable to
conclude that books are not really all that important
for passing examinations? ... (The students) require 
Proof of the need for books, and that proof is 
wanting."
Again - evidence of concern, of recognition of a problem - without an 
immediate solution.
Audiovisual Resources
One aspect of resources I have not touched upon in this case study is
that of audiovisual media : little (if any) use was made of films
etc. in the History course which was my context, although I have seen 
videos used in another Sixth form history class (see Pilot Study 2). 
One student who had worked with audiovisual resources in her previous 
school at O-level felt that such resources would be useful:
S2 : Often when you are doing history you're
doing it lesson by lesson; (with films) it 
all falls into place, and it makes it all 
more interesting as well; it can get really
tedious, just taking notes and that __  but
if you've got a video, it breaks up the 
boredom ... it shows the reality, put into 
pictures, it shows what really happened.’1
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The lack of such resources at this school may well be blamed on 
the scarcity of resources overall, due to financial constraints.
T1 feels strongly that this is one of the problems with secondary 
teaching at the moment ^
T1 : ... this lack of money, lack of resources ;
they do in fact have a bad effect on really 
maturing the child as a student."
(that word 'maturing1 again)
And T2 also feels that -
T2 : '—  we ought to be teaching from news film
and archive film a lot more than we are.'
Again, it seems ironic that there are many audiovisual resources 
available, that in recent years more and more films, videos, and 
audio-cassettes have been produced, but these, too, like many book- 
libraries, appear to be underused — judging by the pleas from broad­
casting and publishing companies on conference platforms. Availability 
is one thing; practical application is another : the administrative 
and technical implications for the request and supply of such 
material; the actual location and transportation of the necessary 
hardware from (locked) store-room to suitable classroom; the setting­
up of the film; the discovery (only then) by the teacher that the film 
is not the one requested, implying an instant reorientation of the 
teachers' lesson; the procedure, in reverse, at the end of the lesson—  
I witnessed all this during an English lesson (4th year), and can 
sympathise with teachers' (possibly not overt) halfhearted efforts to 
utilise these resources, whatever the rhetoric (see also German 
research). True - some schools have specially-designated TV tooms;
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the American School in London has a TV set in every classroom,
with a central control^room in command of transmissions - but such
facilities are by no means common to all. Furthermore, teaching
with audiovisual media is a skill that requires training and
practice, to get maximum benefit from it as a teaching resource -
and we are still grappling with books, journals and lack of study 
skills.'
Role of Librarian
I mentioned earlier that the school does not have a school librarian, 
and I was interested to find out how staff and students perceived 
the role of librarian.
n
T1 - If we are talking in the context of this school,
I would feel that the main job of the librarian 
would be to make sure that the library was being 
run effectively, that the actual machinery was 
ticking over and there were checks on the books 
out on loan, rather, X feel, than expecting the 
librarian to recommend books or find books 
because ... the (history) staff ... can in fact 
exercise adequate control over that subject 
section ... It's a matter for the librarian, it 
seems to me, to make sure that the library is 
working and functioning as it should ...
I : So you see the librarian really only as the
mechanical organiser or manager of resources?
* ■^n this school, yes ... in a bigger school
with a fully developed resource centre, with 
a library supporting regularly the departments 
throughout the school, there I think the 
librarian has a different task.
T2 ; Oh, it G= having a librarian) would be an 
immense help ... partly Gin) supervision :
I get worried about the stock ... and
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checking —  and also to give a degree of 
guidance to the use of the library ... I 
think training in the use of the library 
would be something very helpful
The students' perception seemed very similar to that of the teachers, 
ie. the librarian was seen as someone who covered books, "showed 
us where to put books back and how to take them out" (in a 
different school which had teachers/librarians), and who "were quite 
strict on overdues In fact, several students felt that "If
we had a good card system in the Sixth form library, like the main 
library, that's all we need.n
No one, in fact - staff or students - suggested a role for a school 
librarian other than that which has been portrayed over and over again 
in the past : it seemed that the efforts by librarians themselves to 
project a more progressive, more interactive image of themselves has 
not penetrated here. Perhaps, again, lack of experience : the picture 
is, indeed, vastly different in a Sixth form college boasting a full­
time qualified librarian (see Case Study(2)).
Subject Divisions
One further topic remained for my investigation: that of perceptions 
of subject links. We have already come across several examples of 
strict subject separateness - T2 declaring herself to 'be History'; 
general journals being ''irrelevant'* to specific subjects; and T1 saying 
that his students see 11 an atlas as an atlas, and a history lesson as 
a history lesson'1. It has often been lamented that there is over­
specialisation, that we are losing sight of education as something 
all-inclusive : Popper (1963) submits that -
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"we are not students of some subject matter but 
students of problems. And problems may cut 
aright across the borders of any subject matter 
or discipline." (p.67)
and, we are now attempting to promote 1ife-skillsf community studies. 
It seemed evident that T1 was in favour of linking relevant subjects - 
as far as this was possible within the school curriculum - at least in 
the students' minds. He was trying — albeit unsuccessfully — to 
encourage the creation of a Humanities Department in the school, but 
was meeting strong opposition :
T1 : 1 —  We don't have a Humanities Faculty, 
we have very little interchange between 
the ... departments ... I've been pressing 
for —  just more cooperation between 
history and geography, but to many people 
... the two are distinct subjects and 
there's a considerable amount of fear 
that inevitably you have integrated 
studies ...-
He gave an example of a lesson he had given to an English A-level class 
who, while studying Orwell, had proved ignorant of 20th century 
history :
I1! • • • • So I went in and gave a lesson on
totalitarianism ... and I found that some 
of them were absolutely astonished that 
here was a historian who knew a little 
about English and was trying to link in 
the different disciplines. Now I find 
that absolutely fascinating that the 
children do compartmentalise it all, and 
it is in fact very very difficult to get 
over to them that they are all interlinked.
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... The students are very loath to link
things like physical geography or economics
or English to their history ... (It) is one
of the things that we aim to achieve through
the A-level course ~ indeed in university
courses  ^to show the children that when we
deal with history, it is in fact the history
of so many things, so many different topics,
u
but the shutters do come down quite easily.
T2 expresses similar concern :
T2 : They tend to take their A-level work as a
series of topics, they feel more secure that 
v
way
but again feels that 'maturity' is needed :
T2 : It's really as they gain maturity that they
begin to see the point of general discussions 
and of looking at things from angles other 
than their A-level work. And something in 
the freedom we allow them to choose at 
Sixth form level I think sometimes makes them 
switch-off what they've chosen not to do - 
perhaps an aspect of over-specialisation.1
The students, when asked whether they could see any links between 
their various A-level subjects, confirmed the views of the teachers 
by declaring at first that they could not; however, after some 
discussion, several of them felt that Economics and Geography went 
well together because they touched on the same topics in some areas, 
eg. population. 'Population' also triggered off a possible link 
between History and Economics. But, for instance, English and French 
could, in their eyes, not be linked because the setvbooks dealt with 
different periods ^ except for S3 who said -
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53 : "I find I'm tackling the literature in the
same sort of way, so vfliat I'm doing in the 
English does help with the French."
I felt that my questions to the students on this topic made them 
think about it for the first time, that they really, as the teachers 
suspected, saw each ’subject' as an entity without links with any 
other. However, one interesting link was seen by these students 
which had already come out in Pilot Study 1 - that between English 
and History :
••
54 : In English, we’re doing criticisms, and
that helps me with the history when we go 
over specific points 
S6 : (at a different interview) :
' I think English and History are more tied 
up because you're examining something -
they're both sort of, kind of, abstract -
you're delving into something, delving into
it
History and English.
The students at the school in Pilot Study 1 felt that the two subjects
were linked because they were both "think" subjects, as contrasted to
"fact" subjects like Mathematics and Geography.
The age-old division between science and arts subjects, too, was 
voiced, to the extent that one student whom I asked whether she ever 
discussed her work at home, replied -
S3 : 'Both my parents are scientists, so I can't 
talk to them about my subjects."
And yet - despite this expressed feeling of subject isolation, I 
h-ave observed behaviour in libraries and heard students' comments about 
resource use which seem to prove that, subconsciously at least, links 
do exist. (see Case Study (2))
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Conclusions
X have attempted in this case study to give a flavour of the 
teaching and learning of one course in one school from the 
perspective of resource recognition, expected use and actual use, 
from teachers1 and students1 points of view. Teachers and students 
have voiced their opinions on expectations, teaching style, their 
opinions of resource centres in and out of school, and of the role 
°f librarian; and their similarities and disparities of views have 
been noted, the influence of the examinations and their restrictive 
effect on teachers' desire to widen the concept of total education 
is evident; and students' efforts to understand teachers' expectations 
and cope with tasks involving resources have been highlighted.
The rich experience I gained throughout the duration of this case 
study confirmed for me some of those 'categories' of concern mentioned 
above which I wanted to pursue further in subsequent fieldwork. As 
wil-L •be seen in Case Studies (2) and (3) ( the settings and modes of 
investigations were very different from those in (l) - with some 
unexpected findings.
- 132 -
Case Study 2: Sixth Form College (1)
Setting
The difference in setting for this case study from that of the 
previous one lies in these factors : —
(1) it is a Sixth Form College, ie. it has no lower levels 
of intake;
(2) within the Sixth form context, there are several 
different courses, including (as exemplified in these 
case studies) A-levels for the more academically 
orientated students, and one-year CEE (= Certificate 
of Extended Education) courses which are considered 
more advanced than CSE and intended for the more 
mature 17+ students;
(3) it has the services of a full-time librarian who is 
qualified and experienced as both teacher and 
librarian.
I know the librarian and several members of staff, and my original 
intention had been to undertake a study of one A-level class, 
comparable to Case Study(l^ so as to assess whether the presence of a 
very active librarian had any marked effect upon students' and 
teachers' perceptions and use of the college library. In the event, as 
the result of conversation in the college cafeteria, I was also able to 
observe and take part in a CEE Geography class — a welcome opportunity 
to compare the effect of the library on different types of courses 
within the same institution.
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Role of College Library
I said earlier when describing access arrangements, that the Principal 
of this College was a champion of school libraries. During my 
'access'-talk with him it became apparent that he had given much 
thought to the role of the library in the college, as the result of 
his own experience as a student : he believes firmly that his own non­
directed reading (eg. novels) improved his style, vocabulary and 
spelling; he wondered whether 1reading-around-the-subject' was 
necessary for examination purposes; he questioned whether all recommended 
books were always suitable for all students; and, again based on his own 
prior experience of another Sixth form library, he was wary of 'glossy 
but under-used' libraries. His enthusiasm for his own college library 
and librarian may perhaps be assessed best by his statement that if he 
had to 'cut'any of his staff or services, librarian and library would 
be the last to go.
This commitment is evident from the College Prospectus (always I 
believe, an enlightening document) which has an entry under The 
Library:
i’
The College Library, which is organised on the Dewey 
Decimal System, has 17,000 books that are available 
for reference and on loan to both students and staff.
The comprehensive stock is carefully chosen to 
supplement the text books used for individual subjects 
as well as to encourage the students to read for 
pleasure. The College Librarian is always present 
to give advice or assistance...
Attached to the Library is a silent area for private 
study—
The Library offers courses, in the General Studies 
programme, for students interested in Librarianship.
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These courses aim to explain how libraries are 
managed and the method of classification. Second 
Year students may gain experience by helping in 
the day-to-day running of the Library.”
The last paragraph is of particular interestf as it shows evidence
of the influence of the librarian's positive contribution to the
college curriculum. Her own description of her work is relevant 
here :
'(The) College has grown steadily (and) now has over 
1000 students. During the last summer holidays the 
library s physical layout has been significantly 
altered and improved, making possible more ambitious 
schemes than were hitherto conceivable. Since 
■^ kira.ry staffing is very unlikely to increase 
numerically in my time, I am recruiting student help 
on a large scale through the General Studies scheme.
All students are required to subscribe, for at least 
two periods a week, to listings in their General 
Studies booklets which now includes Library 
Experience (two Lower Sixth students first period 
each day following a fairly set term's course in 
library practice and theory), and Library Assistance 
(two Middle Sixth students running the routine side 
of things at the desk and doing various back-up 
jobs as time permits). This coverage frees me a lot 
of the time for research enquiries, user education, 
and for working amongst the 120 or so students who 
regularly use the now enlarged Private Study area in 
the Reference Library. We have established a system 
whereby silence is expected during the 'main' 40 
minutes or so of a 50 minute period, but is relaxed 
between periods, at breaks and lunchtimes. I 
encourage them to work elsewhere when they're not in 
the mood for silence - leaving more room for others 
who are! On the whole it works well.
My office now has a 'vision' panel' and is usable by 
groups of up to six people who need to discuss their 
work, or just get away from it all! Next to it is a 
small carpeted area with comfortable chairs, newspapers 
and an increasing spread of magazines with back numbers 
stored and, where possible, indexed. Many of the
periodicals are lent overnight .... to interested
staff - who disseminate information among other staff 
and students, and increase current awareness and later 
borrowing. The library is not physically suited to A.V. 
use and I have dispersed, regretfully, the small amount
housed when I came......Included amongst other present
priorities is a 're-vamping' of a series of about 100
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Topic Boxes, comprising cuttings from the Times 
and the Guardian and other contributions. There 
is a sociology and physical geography biasf but 
staff and student suggestion) are followed up 
wherever possible. At present I am lucky
enough to have a mother .... who is helping me
with the expansion and collating programme.
Also - in order, originally, to help create a 
'programme' for students studying computing, - 
we are working on producing an up-to-date 
subject index; several copies in printout 
form. An ex-member of the English staff spends 
a morning a week on background work, which at 
present involves reclassifying the entire 
collection. This gives students scope for 
learning the arts of altering everything, 
sorting and filing cards, and shelf re­
arrangement galore I In fact, I can usually 
offer them a choice of two or more tasks for 
the period, and encourage them to have a go 
at everything during their term of endeavour. 
Fortunately, some come back for another 
session, and help to initiate the new blood!
The College allows the library 10% of whatever 
funds are received from the County during the 
year. I allocate about half of this back to 
the departments proportionately to their 
numbers and they, in turn, produce lists of 
mainly background reading around the 
curriculum - which I order and students 
process in batches."
-, (Sixth form college libraries ,1982 
pp. 40-42) * J
(The 'large scale student help' she has recruited, in fact, amounts 
to 114 students, enough to cover every period in the college 
timetable). Her mention of information dissemination and increased 
current awareness (of new printed resources) among staff, and her 
perception of her role as helping with research enquiries and user 
education, naturally increased my eagerness to find out just how 
great the influence of library and librarian was: the following two 
small studies highlight different views and perceptions.
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_Case Study 2(a): A-level English Literature : -’jMiansfdLeld P^rk”
CJane Austen)
Context
Two weeks before I came into the classroom, the 14 students had been 
set the task: "Find out all you can about Jane Austen and her times". 
During this lesson, suggested by the teacher as suitable for my 
research, these 'findings' were to be elicited and discussed. I 
asked her if she would - to help me in my research - ask the students 
not only what they had found out, but also how and where. This puzzled 
her : she was, after all, anxious mainly to ascertain whether the 
students had discovered the relevant facts needed for A-level exam­
ination essays. However, to accommodate me, she readily agreed, invited 
me to take part in the classroom discussions, and suggested that I might 
like to sit in front of the class (near her own desk) so as to be seen 
as participant. I was introduced as a "friend who is interested in the 
use of libraries" - although I had always stressed resources, not 
libraries; I therefore added that I was also interested in where they 
managed to obtain information which perhaps they had not found in the 
college library, and assured them that my curiosity was in no way a 
test, simply genuine interest. I reinforced this non-threatening 
interest by emphasising my own ignorance in specific resource-areas 
(eg. "Why couldn't you take that book home?" (= reference book);
How did you manage to scan such a large book so quickly?" (= looked 
at the index for relevant parts)), which (a) made the students feel 
at ease with me, and (b) gave me useful additional information about 
their knowledge and use of resources. The teacher slanted her 
questioning towards the 'how' and 'where' once she had elicited the 
'what', and there ensued a lively interactive discussion in the 
classroom among students themselves, and with the teacher and myself.
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Use and Application of Resources
The following overview summarises the findings from this lesson, as 
taken down in note-form at the time? my comments were added later.
Student Action Comment
worked together. Went 
straight to Engl.Lit. 
section in library, 
found books, used quotes 
re J.Austen and family.
emphasised links with 
clergy.
emphasised politics and 
social events. Likes 
social history books with 
paragraph captions for 
easy reference.
said she was 1lazy1 : 
asked librarian for help 
who showed her Engl.Lit. 
section. Chose books 
herself. Looked at index 
at back: finds them help­
ful unless too detailed, 
which confuses.
both non-historians. 
immediate association 
of task with kindred part 
of library.
(why?)
note for publishers!
note for indexers!
find introductions to 
books useful: always 
read them. Librarian 
had instructed them in 
use of intro's and 
indexes.
user education by librarian
consulted social and 
economic history books. 
Emphasised navy aspects,
consulted encyclopedia 
at home: 'not much good 
because it's Amercian'.
consulted her O-level 
history books and notes 
covering same period.
provided snippets of 
period information 
(eg. popularity of 
snuff boxes) gleaned 
from TV progr. on 
Antiques.
non-historian, but boyfriend 
is historian and wants to 
join navy : influence of 
outsiders.
use of books at home. Implied 
bias of non-British ref.book 
about Engl.Lit.
prior experience; 
subject links.
influence of TV medium (not
specific subject) 
links
ie. subject
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Student Action Comment
H
I
* J
* K 
L
A
used New English Encyc. 
at home, provided items 
of information such as 
first Derby run; first 
publication of "The Times" 
Used own collection of 
cards at home, extracted 
period-related items.
Found some refs, in Engl. 
Hist, section of college 
library.
used books at home
found nothing useful in 
college library, went to 
public library.
went to public library
contributed information 
on period fashions, from 
visiting Costume Exhib. 
in Bath.
(after listening to L): 
contributed information on 
J.A.'s personal effects, 
from visiting J.A.'s house 
as part of O-level school 
expedition.
= historian.
perceived historical links 
with social events, 
use of home resources, 
resources other than books.
home influence
use of outside library
use of outside library 
use of outside resource
peer interaction as stimulus 
to further contribution.
use of outside resource.
* : Students J and K provided evidence on an interesting side-issue :
both work as librarians in the college library as part of their
General Studies programme, but neither seemed able to exploit that ;
same library for their own studies : J did not ask the very librarian
for help who instructs him in a different context, and K, complaining
of shortage of time for preparing the lesson, admitted that she had 
not thought of looking for relevant material while she was working 
in the library for General Studies. This clear division in the students' 
minds between library-as-information-source and library-as-workplace 
may perhaps also be interpreted as "English Literature" being totally
- 139 -
divorced from "General Studies", ie. lack of perception of subject 
linko.
The spin-offs of the animated discussion about the process of 
resource-search and identification of resource-location warrant 
analysis:
. (1) talking about their contacts with outside resources
(human, material, institutions, media), students were made more 
conscious of the influence of such resources;
(2) their descriptions of, say, museums, or searching among 
books other than 'Eng.Lit' led to much peer interest and information 
exchange, such as "I never thought of looking at the history books" 
and "where did you say that museum was?"
(3) the mere process of verbal description led to further 
recognition of resources used : L's description of her visit to the 
Bath exhibition reminded A of her own visit to Jane Austen's house : 
examples of latent prior experience being prodded into consciousness 
when needed.
(4) learning was effected not only among the students : the 
teacher too, readily admitted having gained a great deal from the 
information offered by the students.
(5) the college librarian's part in this resource-search 
and -finding process was significant:
(a) the teacher had previously approached the librarian to 
notify her of the project she had given to the students, 
so that the librarian was able to make suggestions to 
those students who asked;
(b) the librarian took this opportunity to indicate to 
teacher and students general resources which might 
otherwise have been missed, eg. exhibition posters; 
displays; journal articles; books on the same subject
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but shelyed in different sections - all kinds of 
resources which should prove useful to students and 
teacher in future projects, now that they were seen 
to be of relevance to the current piece of work;
(c) students found the librarian helpful and willing - 
not least, I suspect, because she had been fore­
warned of the project in hand, ie. she was 
prepared.
I emphasise (c) above because of the oft voiced complaint by librarians 
that they are rarely told of resource-requirements in advance of the 
actual event, with the result that they are caught unawares. This 
leads to frustration for them, and a judgment of their seeming 
incompetence by the enquirer.
There is another aspect to the librarian's perceived helpfulness and 
cooperation which goes beyond the personality of this particular 
librarian : it is their knowledge of students. They know them in 
toto, so to speak, not subject dependently. As one librarian once 
put it -
"What interests me is the students' background 
reading. Sometimes we can speak better than 
the teachers because we know what books the 
students are (really) reading, not what they 
were told to read, and there are sometimes 
enormous differences between them."
(Higham, 1976, p.37)
This applies not only to curriculum literature, but to leisure reading, 
pinpointing students' hobbies and, by extension, their families' 
hobbies and interests. In fact, in this particular college there is 
a "Family Library", ie. a section of children's books, suitable for 
students' younger siblings.
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This wider view of students that librarians can offer but which 
subject-concentrated teachers cannot, should be stressed and 
promoted.
There is another activity initiated by this college librarian, with 
the aim of bringing students, teachers, and a variety of resources 
together : exhibitions. While I was visiting the college, she had 
mounted an exhibition on Don Quixote. With the help of staff and. 
students, a display was arranged consisting of books in English and 
Spanish; pictures; postcards; small sculptures; music-scores - all 
labelled with information. The librarian hoped that this multi-media 
exhibition might entice even habitual non-users of the library to 
come in : the fact that, according to her statistics, 70-80% of all 
students already borrow books, will clearly indicate just how great a 
positive contribution to library resources and library use can be 
effected by a librarian.
Conclusions
Tbis short case study has concentrated on students1 actual resource 
use and the role of the library and librarian in this particular and 
in a wider context. As I came in at the end of a set task, I was 
unable to follow-through any observation of teaching-style, or to 
elicit students' and teachers' views on a number of topics, such as in 
Case Study(l). However, my participation in the discussion that took 
place in the classroom, my observations in the library and conversation 
with the librarian highlighted factors pertaining to my research which 
I consider to be important, especially in view of possible future 
application.
Similar factors, albeit seen from a different perspective, will emerge 
from the next short study.
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Case Study 2(b) : CEE Geography 
Setting
The overall setting fot this study is seemingly the same : same 
College, same pro-library Principal, same library and librarian, same 
age-group (17-18). But here the similarity ends, because the two 
courses investigated are at opposite poles: the previous case studies 
dealt with A-level, ie. designed for high attainment students; this 
case study explores a CEE course, ie. one for lower attainment students.
Before I could undertake any comparison between the two classes1 
resource orientation and use, I had to find out what teachers' and 
students' perceptions were of the aims of their course (remembering 
that in Case Study 1 both teachers and students clearly stated that 
their primary arm was to pass the A—level examination).
Teacher1s Expectations
The Geography teacher who had volunteered to let me take part in her 
lesson, felt very strongly that her position among the teaching staff 
was that of "poor relation", having to cope with the less able 
students, never getting the opportunity to teach the brighter ones.
Teachers of CEE courses are pushed aside, no—one is interested."
She had no chance, she said, of getting to know her students because 
she only taught them for one year, and there was a lot of absenteeism. 
She had no expectations of good achievement by the students, no 
expectations at all of students' prior knowledge :
"I always assume that they don't know anything, and 
start from there ... With 0— and A—level courses 
you can assume that students must know something, 
so you can build on that, and education is 
continuous."
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One year courses are "hopeless", it is a matter of "cramming versus 
educating".
This negative attitude towards her self-assessment, towards her 
students as people and as students was evident in her invitation to 
me: "You're very welcome to come and listen and talk to the students, 
but I don't think you'll find out anything worthwhile for your 
research."
It is hardly surprising that the students voiced similar sentiments.
In conversation with me, they commented that they did not really like 
doing CEE courses and would prefer to do "proper" examinations, not 
only for better future opportunities but also for the sake of "being 
like the others" in the college.
How about the library? How useful did she find it for her course, ie. 
for herself and for her students?
"The library is irrelevant. They only need their 
textbook."
Context
Such was the preamble to the lessons I attended, which started with 
her setting of a project : "Investigate a country of your choice from 
the aspects of physical geography, climate, tourism, travel, transport, 
and economics (as affected by tourism)." The assignment for which the 
students had about 20 weeks time, was an important part of the CEE 
course and of the final assessment of the students' overall achievement. 
The students were expected to do the major part of the work on their 
own, outside the classroom, but several lessons were devoted to the 
individual projects. This was one of these lessons.
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On talking to the students, one factor emerged : although their remit 
had been "a country of your own choice", and although, apparently, 
several students had originally planned to select a far-flung 
corner of the world, in the end every student's decision seemed to be 
based on one or more of four criteria:
(i) they had visited the country;
(Ü) they had friends there ;
(iii) the father had business connections with that
country; and
(iv) there were family ties or origins. *
Not a single student selected a country with which he/she was totally 
unfamiliar.
Use and Application of Resources
What did the teacher suggest in the way of finding suitable resources 
and information?
"Try the college library, but I don't want you to 
get a lot of books and copy out large extracts - 
any fool can do that."
and
"Go to the travel agents, but don't just cut out a 
lot of pictures and stick them in your books."
and
"Put in something about the physical geography of 
the place, but don't give me a long spiel on 
relief."
So where, in fact, did the students look for information, and how did 
they decide what to use in the way of resources? Three examples 
(from my notes) :
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Student A: After a very uncertain beginning and much changing of mind, 
he chose Italy which he had visited. He found no useful information 
at home. He asked the college librarian for help and she guided him 
to a textbook on Italy. He went to the local travel agent, collected 
a lot of travel brochures, and cut out a lot of pictures because he 
liked the photographs". He wrote a very long detailed description, 
mainly based on that textbook and the brochures, but could not 
find anything in these brochures on the economic aspect of tourism 
in Italy. So he drew his own conclusion and wrote : "Tourism is not 
an important aspect of the Italian economy."
Student B: chose Portugal because he had lived there, and still had 
many friends whom he visited on holiday. He collected travel brochures, 
and found some books himself in the college library. He then felt he 
needed statistics on population, asked the librarian, and was shown 
the Statistical Survey. In comparing some travel brochures he 
found several mistakes", ie. inconsistencies (eg. different figures 
given for maximum temperatures; the same photo of one hotel listed 
in separate brochures as totally different places). I suggested that 
he should put this into his essay. This surprised him:
B : "Am I allowed to put in my own comments?"
I : "Yes" .
This encouraged him further to write down his view of the apparent
Northern Portugal which, from his own experience, he knows 
to be very poor but which still attracts many tourists: his explanation 
is the proximity of ever-popular Spain.
Student C: selected Rumania because she had lived there. Apart from 
collecting the usual brochures from the travel agent and making use 
of her own memories of last year's visit, she tried the college 
library books but found them "too detailed"; nor did she go to the 
local public library. Yet, when I looked at her essay, it contained 
enormously detailed information which I felt she could not possibly 
have gleaned from the brochures. On probing a little further (she 
would not have volunteered this), I elicited (a) that her mother had 
suggested she should write direct to the Information Office in 
Bucharest, which she did with excellent results; and (b) that a 
friend works in a bookshop from which she was able to 'borrow' some 
books about Rumania.
-  1 4 6  -
Other projects showed evidence of a similar range of resources - 
not- always stated, but evident all the same. Of course the quality 
varied. Student A had not heeded the teacher's advice not to cut out 
^ lot of pictures? another student (D, writing about Denmark, where 
he used to live) quoted an extract from a book reading -
"The Danes probably understand the importance of 
satisfying human relationships better than any 
other nation in the world"
followed by his (own?) observation -
"When it comes to dealing with children, the Danes 
can teach the world a huge amount. All over 
Denmark you will find junk playgrounds, which 
were invented by Danes."
(Unfortunately I could not discuss these comments with him: he was an 
example of the absenteeism about which the teacher had complained).
The common facts that emerged were that in every case the students' 
searching for information was based on prior knowledge, from which 
they proceeded at their own individual speed, in different directions 
and with varying results. Home background and influence was again 
evident in decision-making and action-taking. Again, while some 
students found the library useful, others did not and therefore 
turned to other information sources chosen by themselves.
Researcher as Change Agent 
»
One of the important outcomes of this case study was the changing 
attitude of the teacher. Her negative feelings towards any 
potential part the library might play in her students' work, and 
towards her 'unmotivated' students overall will be remembered.
During one of these lessons, she noticed two students who were
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totally inattentive, talking to each other, trying to distract 
others, never opening a book. She sent them to the college library 
to ask the librarian for general suggestions for the slower projects, 
and said to me sotto voce, "I don't expect to see them back in the 
class". Much to her surprise, they did return with a long list, 
suggesting inter alia: Encyclopedia Britannica; Everyman's 
Encyclopedia; the history section of the library; the geography 
section; the "National Geographic Magazine", and the Topic Boxes 
(which contain current newspaper articles etc. on specific subjects) : 
an impressive and comprehensive list - but there was no immediate 
takeup by teacher or students : the timing was wrong for such instant 
user education, and so was the context. There had (unlike in Case 
Study 2(a)) been no prior consultation between teacher and librarian; 
the librarian had no information about the projects other than that 
supplied by individual students, so that her suggestion list contained 
items which might be potentially useful but which were probably 
unfamiliar to the students - and possibly to the teacher too. However, 
again (as in Case Study 2(a)), my questioning of the students with 
respect to what, where and how they had discovered useful resources, 
helped towards the teacher's realisation that the library could - and 
did - play a useful role in her students' project work.
On further discussion, she decided that it might be of greater use 
to involve the librarian in next year's project work (with new students) 
from the beginning to the extent of bringing her (not her list) into 
the classroom to participate in the initial lesson so that she can 
determine more easily how the library could help : a revolutionary 
change from the usual guided tours of libraries where the librarian 
may be unaware of what actually goes on in the classroom.
(Note: this scheme has now been introduced in the college).
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How did the projects, when completed, measure up to the teacher's 
expectations? Very well; they exceeded them by being of a higher 
standard overall than in previous years. The teacher readily 
admitted that she had been made more aware of the possibilities of 
involving not only the library and its many-faceted resources but 
the students themselves as communicators - encouraging them to 
draw their own conclusions; involving their families; describing r 
where they found information.
Librarian/Teachers .
The librarian, on the other hand, felt more strongly than before that 
'user education' - formal or informal - should be offered to teachers 
as well as to students. She organised several optional sessions with 
subject linked groups of teachers, to be held at 4.00 pm (ie. after 
hours) in the library. I attended one such session, aimed at Arts 
teachers (English Literature, History, General Studies). Ten 
teachers took part and listened attentively as the librarian presented 
a well-structured talk on the physical lay-out of the library; 
different types of resources (books, journals, topic-boxes, the 
Family Library); retrieval tools (indexes, catalogues); library loans 
system; library purchasing system (not only new publications but 
remainders and second-hand books). Throughout her talk, she showed 
examples of resources which had been found useful by students 
(specific articles in magazines; selections from subject index on 
specific topics, eg. Roman history/architecture/costume), and 
suggested various ways in which the teachers might use or promote 
resources which were perhaps not perceived as relevant, eg. "Punch", 
"Good Housekeeping", "The Listener". It was quite apparent to me, 
the outsider, that the teachers reacted positively to the session :
— 149 —
many of the suggested resources had not been considered by them 
previously, and they were eager to find out what the students 
actually used. (Why not ask the students direct?)
The session lasted 35 minutes, and the teachers left- not with lists 
of resources, but with experience of handling them.
Conclusions
This case study thus highlights the positive influence an active 
college librarian can have not only on students but on teachers - a 
role of "change agent" which is often underestimated, although it 
must be admitted that not all librarians are - or can be - in a 
position from which they may exert such influence.
The main ’plus' factors in this case may be seen as being:
(i) the Principal's promotion of library and 
librarian;
(ii) the status of the librarian;
(iii) the relatively large budget allowance for 
resources.
The 'minus' factors which emerged are:
(i) the division among staff between those teaching 
'good' students and those teaching less bright 
students;
(ii) the division among students between A-levels 
and others ;
(iii) the seeming awareness of the less able students 
of not 'conforming* to a Sixth form image;
(iv) the lack of teachers' awareness of the potential 
value of
(a) eliciting students' own views and perspectives;
and
(b) using such perspectives as an active teaching 
and learning resource.
- 150 -
The imaginative and varied search for and use of resources in the 
project work described in Case Study 2(b) inspired me to look at 
other project-based work elsewhere; and when the opportunity arose to 
do so, in an A-level context, I found myself investigating yet a 
different setting, with different criteria and different findings.
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Case Study 3 ; Sixth Form College (2)
My connection with this Sixth Form College stems from collaborating 
with the library staff of the University of Surrey, whom I have 
often used as a resource for this research study. Through their 
interest in my work they invited me to participate in their various 
library induction tours and talks, and in particular, in the special 
annual library days arranged for the French A-level class of this 
College. I have taken part in these days over the past three years - 
year 1 as an observer only; year 2 as researcher; year 3 as 
-'-revisitor '.
One of the options of the A-level French Syllabus B (SUJB) is an 
extended essay1 of about 3000 words on a French topic. For this, 
students are expected to do their own research, in some depth, on a 
theme of their choice. The essay is assessed as part of the overall 
examination, and rates 20% of the total marks.
The Head of French is an enthusiastic promoter of project work and 
has often felt frustrated at the paucity of relevant literature 
available in the college and local public library. As the nearest 
academic library is that of the University of Surrey, she approached 
thé University Librarian some years ago with the request that her 
Sixth form students might make use of the university library resources 
during one day of the summer recess. After negotiation it was granted. 
One member of the library staff was assigned to the task of guiding 
and assisting the students, who would arrive with at least one teacher. 
A list of proposed Cie. not necessarily finalised) topics was sent 
to the library in advance so as to afford the staff time to acquaint 
themselves with potentially useful material before the day of the 
visit (cf. Case Study 2(b)). That was the beginning of my own
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involvement in the scheme. However, after my first year's 
observation, I felt that for me, as researcher, this was not the 
right beginning : the visit was part of a process that had
already begun in the college where the projects were first drafted 
and discussed. I therefore arranged, in the second year, to be 'in1 
at the beginning of the projects and also at the end, ie. before and 
after the university visit.
I feel it is important to detail the background to this study because -
a) the whole 1 case' is unusual in its link of 
Sixth form college with university - not as 
visitors on the usual Sixth form days to look 
around the campus as possible future students, 
but as active library users;
b) the university accepted non-university members 
to work in and even borrow from its library;
c) it gave Sixth form students an opportunity to
appraise, by actual use, the range of resources 
held by an academic library;
d) it gave the university staff an opportunity
(i) to appraise the interests and resource- 
seeking behaviour of younger students, and
(ii) to refresh their own knowledge of those 
parts of their own resource stock which 
previous enquiries might not have reached;
e) it gave Sixth form college and university staff
an opportunity to meet.
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In the following pages there follows a description of:
1) my visit to the College before the university 
library day;
2) the library day;
3) my subsequent visit to the College, with vignettes 
of several students' projects.
Visit to the College before University Day
Before joining the French class, I asked the teacher to outline the 
scheme and process. Her expectations were that students would 
research into and produce an essay based on a topic of their choice, 
for which they will have read extensively (expected bibliography of 
10-12 items); make contact by letter with relevant information 
sources in France or elsewhere; visit France if at all possible; 
use their own resourcefulness in presenting a comprehensive piece 
of work. Her statistics over the previous few years show that 90% 
of students achieved 'letter contact', and 30% visited France.
The total overall time allowed for the project is one year plus h. term, 
of which 4 hours per term are scheduled within the college timetable : 
the rest is up to the students. However, over and above this college- 
based allocation, the teacher had introduced an innovatory scheme : 
one whole day of college time is devoted to project work. On that 
day, all students assemble in a spacious room, with separate desks, 
and work the entire day, until late afternoon, with the teacher on 
hand for individual consultation and help. I asked how she had 
succeeded in organising such a day in view of other teachers of 
A-level subjects clamouring for 'their* timetable slots : she had 
persuaded many of them to do likewise, ie. to institute whole—day 
sessions for their subjects, too. (see also German research for whole-
-  1 5 4  -
week involvement) .
The teacher's sequence of progress stages is as follows ;
1) general discussion with students about possible 
projects (possible — range—of, and = practicable);
2) introduction of students to college library;
3) arrangements with university library for visit;
4) visit;
5) (some time after visit) whole-day 'workshop' 
at college.
My visit in Year 2 occurred between stages 3) and 4) , ie. students 
had already discussed and done preliminary work on the projects; 
they had had their tour of the college library and were preparing 
for the university visit. In this context, therefore, I was 
interested to find out -
a) how they had chosen their topics;
b) what they had learnt about their own library;
c) if such learning had resulted in their 
subsequent use of the library resources ;
^  what their expectations were of the university
library;
e) overall, how far they had progressed with their
projects, with respect to using any resources.
The teacher suggested that I should introduce myself. I explained 
that as I would be helping the university library staff during their 
v^stt, I was anxious to find out how we could best assist them, which 
I could only do if they would talk to me about their projects. This 
seemed an easy 'way in' and effected good response.
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One parallel with findings from Case Study 2(b) immediately became 
apparent : just as in the earlier study students could have chosen 
any country in the world for investigation, so here students were 
given a very long list of topics for selection, encompassing every 
conceivable subject; and just as in the former case students 
eventually chose countries with which they were familiar, so here, 
too, after much chopping and changing, students finally selected 
a theme based on their own experience/interest/knowledge.
(see vignettes, pp. 161ff)
I asked students about their college library : they claimed to know 
their way around, because the librarian had shown them the general 
lay-out, and because the French teacher had given them a lesson 
(in the classroom) about the resources which might help them in 
their projects; she had also given them an outline sketch indicating 
the main categories of the Dewey classification system, with examples 
of where they might locate specific books/journals.
I asked the college librarian (full-time, with two part-time clerical 
assistants) about the projects : he claimed to know about them,
for he had worked together with the French teacher and had helped 
individual students. I suggested that he might like to join the 
students on their visit to the university library, which he did - 
albeit briefly, but long enough to get a general overview of the 
range of material, to meet the library staff member assigned to the 
task, and to be seen working together with the teacher, the students, 
and the university librarian.
The students' pre-conceptions of how they might benefit from the 
university library visit varied from -
"a day away from college"
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through to -
"lots of books" .
Most expected to have to work hard because the teacher had impressed 
on them the importance of this one-off chance to find and use 
outside resources.
At this point, their projects were at different stages of progress : 
a good number of titles had not been finalised yet, ie. they were 
waiting for one or two factors to be clarified before proceeding 
(eg. proposed visit to France; awaiting reply from a Government 
Department in Paris), or were very diffident about their chosen theme 
and hopeful of finding something more appealing. Others had progressed 
quite positively : they had written letters, received replies and 
information, and were now using that information to plan the next 
stage. Most of the students with whom I talked were enthusiastic 
about the task and regarded it as a challenge to their ingenuity (no 
doubt inspired by the teacher).
Visit to University Library
The next stage was reporting back to the university library with the 
revised list of projects, and preparing for The Day. The university 
librarian was eager to help, ie. he combed the library for suitable 
(as he perceived it) material for each project and noted down 
details of authors and titles, of relevant sections in encyclopaedias, 
of journal articles. I had mixed feelings about this preparation : 
it could resemble a spoonfeeding session. On one hand, I was 
(and still am) optimistic enough to feel that a pointer in the right 
direction (not necessarily literally) might be sufficient to 
encourage individual and independent search; however, I remembered
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what a student had said about.such endeavours ( Miller, 1975) :
11.... the system ...... worked out at the
moment is designed to make you learn to discover 
the library itself, go through the catalogues 
working out from A to B to C to D until you 
finally get to your objective. This is of course 
very good and it teaches you to have a bit of 
discretion when looking for your material, but 
if you have a thousand and one essays to do 
(= only one day to spare), you haven't the time 
to do this, and unless your searching is fruitful
it is just a complete waste of time."
(my parenthesis) (p.9)
The assertion that a fruitless search is necessarily a "waste of time" 
when speaking of learning generally, may be questioned; but from a 
strictly practical point of view the student's argument warrants 
consideration.
On the Library Day, all was prepared. Tfie university librarian 
welcomed the students in the seminar room which was, for the day,
well 'resourced' with relevant reference books, microfiche reader, a
copy of the library catalogue (on fiches) etc. There followed a 
lecture on the Dewey classification system, with examples of specific 
classification numbers for some of the projects (eg. French 
Agriculture; European Transport Systems); on the general lay-out of 
the library; and on the use of the catalogue/microfiche reader.
I noticed from the glazed expression on the students' faces and their 
non-verbal behaviour that their attention-span for the lecture was 
far shorter than its duration Calthough its length had already been 
cut after I had reported that the students were au fait with the 
classification system) : it was a case of a librarian enthusing about
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his special area of interest, by describing in detail the minutae 
of classification symbols, and commending mnemonics for their 
sequence on the shelves.
The students were then divided into groups and dispersed, with 
notes of classification numbers and titles etc., as located by the 
university librarian previously, and now handed out individually.
I observed the students : some immediately sat down at the microfiche 
reader and experimented with the microfiche catalogue. It seemed 
that they were more interested in the actual mechanics of using the 
reader (= hardware) than the products, ie. relevant information 
(= software) . Similarly, one student was fascinated by the microfilm- 
reading process : I noticed that when it came to the actual reading 
and abstracting from it, the realisation that it really was all in 
French (and unabridged, un-edited, at that:) somewhat dampened his 
enthusiasm. This element of surprise and dismay that many of the
f
books located by the students were totally in French, aimed at the 
French reader (ie. without helpful annotations in English) was 
striking : what had their expectations been? Had teachers simply 
assumed that students would be mentally prepared for this?
Most students sought out the resources recommended by the university 
librarian. Very few of them extended this to looking at other books 
in the same section, and, unless it had been suggested by us 
(university librarian, teacher, myself), even fewer made the mental 
connection with the linked subject (eg. for French Theatre to look 
under General Theatre as well as under France) which would have 
implied a search along shelvBS in an entirely different section of 
the library. Even the much shorter route from the very specific 
teg. the production of Camembert) to the more general topic
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(ie. French Dairy Industry) was rarely taken independently, 
thus corroborating, again, findings from other case studies»
As expected, some students actively sought out one of the helpers 
when they could not find suitable material themselves ; some waited to 
be sought out by us and then explained their problems; and others did 
neither - worked on their own and, when asked, said they were "all 
right". Small groups formed around the microfiche readers, helping 
one another with the actual manipulation of fiches and reader, but 
overall, there was little discussion among themselves.
The fact that for several topics little - if any - information could 
be found acted as stimulus for change of focus, usually in the shape 
of broadening out from the original subject (eg. from a specific 
monument in Paris to monuments throughout Paris). It was mainly through 
such changed perspective that students began to see the importance of 
recognising the whole around the part, so to speak, the widening of
the field. When outlining a classification system, such as Dewey,
it is customary to proceed from the general to the particular : students 
seemed to find it difficult to reverse this process.
Observing this, I was reminded of the description of Edmund Gosse (1949) 
of his experience of learning to go from a particular point to the 
more general context embedding it :-
"...(My father) had a scheme for rationalising 
geography which I think was admirable. I was to
climb upon a chair, while, standing at my side, 
with a pencil and a sheet of paper, he was to draw 
a chart of the markings on the carpet. Then, when 
I understood the system, another chart on a smaller 
scale of the furniture in the room, then of a 
floor of the house, then of the back-garden, then
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of a section of the street. The result of 
this was that geography came to me of itself, 
as a perfectly natural miniature arrangement‘ 
of objects, and to this day it has always 
been the science which gives me least 
difficulty.1
(pp.19-20)
Induction versus deduction : is one process more difficult to understand 
than the other, and can we help students to overcome such difficulties 
with practical examples involving resources and to recognise 'links' - 
vertical as well as lateral?
Assessment of University Visit
The students' assessment of their university library day was mixed : 
most of them had found it of benefit; some were less sure. However, 
it is interesting that later (during their college workshop day), these 
less-sure students told me that, with hindsight, they felt that they 
had, in fact, gained from the visit. Students who found books which 
were of particular relevance were allowed to borrow these, and this 
visible support of extra resources was particularly popular. Other 
students made copious photocopies. There was a conscious effort by 
the teacher to ensure that every student should leave with some new 
material, ie. concrete evidence of the benefit of the day.
The university librarian felt satisfied that he had been able to help 
every student in some way, even if this 'help' meant, in effect, 
changing some aspects of the topic; and he thinks that if the 
scheme of opening the library doors to Sixth form students could be 
extended to other colleges, a useful bridge might be built between 
these different levels of education. (For reasons of staff and time, 
it may not be practically possible to effect such extension at the 
moment, but the seeds have been sown).
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Vignettes of Students' Projects
The final stage of my involvement with the project work was my 
subsequent visit to the one-day session at the college, and it was 
here that I was able to note down in greater detail some of the 
specific topics and how they were being tackled. The vignettes that 
follow have been culled from the conversations I had with students 
who were originally chosen at random but included several 'specials' :
(i) a student who, according to the teacher, 
had no drive or interest, was lazy, always 
took the easy way out (S.7);
(ii) a mature student (S.8);
(iii) a self-declared and visually unmistakable 
'punk' who had selected the theme of 
'youth culture' (S.9).
In every case I ascertained what other (if any) A-level subjects the 
students were taking, to see if there were any felt links (ie. over 
and above links that might have been dictated by timetabling), and, 
as in Case Study 2(b), tried to probe students' use of 'hidden 
resources'. In no case did I experience any difficulty in communicating 
with the students.
Student 1 : "Rural Crafts"
other A-levels : Chemistry, Biology.
Resources used : As his brother works in the Rural Crafts 
industry in Branch, S.l 'used' him (a) as a direct 
resource for basic information, and (b) as an indirect 
resource by sending him a self-designed questionnaire for 
distribution. He visited a number of folk museums where 
he purchased relevant picture postcards, and borrowed a 
book on Rural Crafts from a friend.
Comments ; S.l used a variety of resources : human^ 
material, and institutional. His brother provided the 
link with the 'familiar'.
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Student 2 : "Wine Production in the Loire Valley1' 
other A-levels ; German, History.
Resources ~ used : The student visited several vineyards, 
where he conducted taped interviews with two winegrowers 
and distributed self-designed questionnaires.
Comments ; S.2 took a direct route in his search for 
suitable material, making use of a number of different 
types of resources: observation; audio-cassettes; 
questionnaires — all neatly focused on the core theme. 
His work was highly structured and meticulous (he 
showed me copies of typed letters to France). I suspect 
home influence on such organised working methods was 
strong (I noticed that he used Ministry of Transport 
letterheads as scrap paper).
Student 3 : "The Lace Industry in Normandy"
other A-levels : Biology, Psychology.
Resources used : S.3 spent her vacation in France by 
visiting, with friends, exhibitions in Paris, the Bayeux 
Tapestry, and several other art museums. She also used 
a personal contact at the local (British) Art College to 
explore suitable resources held there, and obtained help 
from the teacher of Fashion at her own College.
Comments : Through the primary resource of friends and 
teachers, S.3 was introduced to the secondary resources 
of materials in institutions in France, and locally.
Student 4 : "Breton Farmers and the CAP : History and Grievances" 
other A-levels : English, Biology.
Resources used : S.4 had personal contacts with Breton 
farmers who supplied initial suggestions for further 
information retrieval. He consulted (in the University 
Library), the "Times" Index (on microfilm) for factual 
information; and he wrote to the French Ministry of 
Agriculture whose reply suggested that blame for some of 
the EEC problems must be attributed to Great Britain.
S..4 was now deliberating whether he should send a copy 
of this reply to Mrs Thatcher.
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Student 5
Student 6
Comments : This was one of the students who recognised 
the usefulness of the University Library visit some time 
after the event. His delight at having received a reply 
from the Ministry prompted him to further action, and 
also served to encourage those peers who had been diffident 
about writing 'official1 letters, to adopt a more positive 
stance towards their search for information : examples of 
ta) delayed recognition of resource usefulness; (b) peer 
cross-stimulus; (c) effective resource use leading to 
further activity.
: "Problems of Agriculture and Possible Solutions" 
other A-levels : English, History.
Resources used : S.5 comes from an agricultural background, 
and had taken Geography at O-level, which he found useful. 
While in France, he had bought some relevant books (in 
French), and visited the Parks Department and the Ministry 
of Agriculture. Through his personal contacts in France, 
he was able to use a French schoolgirl's Geography exercise 
book.
Comments : His choice of topic was dictated by his own 
background, which had also made his 0—level Geography 
course seem relevant and encouraged him to extend this 
'subject'-knowledge to investigating the French equivalent. 
Prior experience was thus his basic resource.
: ^Beaubourg' Centre, Paris"
other A-levels : English, History.
Resources used : The student's mother is French, and he often 
visits his cousins in France. They had heard a broadcast 
about the building of the Centre, and conveyed this information 
to S.6 who had expressed his interest in the history and 
development of the site. He felt that his overall interest 
in history helped, and he was very anxious to state his 
own views about the Enterprise. The Art teacher at his 
College assisted him on matters of architecture and design.
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Comments : The student's family background was the basic 
premise for his choice of topic, extended by his interest 
in, and current study of, history. The help afforded 
by the Art teacher is an example of the use of human 
resources outside the family, inside the school - (but 
not class -1 context.
* Student 7 : "French Students' Views on their Education System"
other A—levels : Economics, Psychology.
Resources used : With the help of the teacher, S.7 devised 
a questionnaire which she distributed among her fellow- 
students for despatch to their pen-friends in France.
Comments : This was the 'lazy', 'bored' student, 
described by the teacher as 'always taking the easy way 
out'. Her use of her peers as main resource is - if 
nothing more - ingenious.
* Student 8 : "Trout Fishing and Problems of Irrigation in Brittany"
other A-levels : none taken concurrently.
Resources used : S.8 was fully aware of the potential 
usefulness of his own life experience (a) as keen angler, 
and (b) from previous work in desert exploration. He made 
full use of (familiar) literature and his own personal 
contacts.
Comments : As a mature student, he is conscious of 'dredging 
his memory' (his phrase) for French vocabulary, which he 
regards as a problem requiring great effort - compared with 
the other students who may be less concerned with correct­
ness of language than with problems of resource retrieval. 
Throughout his life he has read widely and also gained the 
necessary confidence to 'use' other students and teachers 
as human resources.
—  1 6 5  —
* Student 9 : 1 Contemporary Youth Culture"
other A-levels : Mathematics, Sociology.
Resources used : This student is a 'punk' - by conviction 
Che told me), not merely to follow a trend. Out of this 
conviction came his desire to investigate the reasons for 
the non-existence of 'punks' in France. However, he had 
no contacts in France, no chance to go abroad, and no 
idea of how to begin his search for suitable resources.
He (rightly) foresaw problems, and eventually had to 
abandon the topic.
Comments : S.9, a non-conformist in the class, was ready 
to take up the challenge of researching an unknown field.
It was a pity that through the practical impossibility 
of seeking out young French people in situ (= his potential 
resource) , his project had to be given up.
* = see p. 161 
Discussion and Conclusions
These vignettes show that, as in Case Study (2), projects/extended 
essays can be the springboard for using an enormous variety of 
resources, amongst which family background and contacts, and students' 
own interests play a major role. Links with other A-level subjects 
are evident in S.6 and S.9. Own interests encompass (i) subject 
interest, and (ii) media interest (eg. S.3*s exploration of museums 
and exhibitions which contain the actual resources sought).
Most students had mentioned the use of questionnaires which they had 
devised themselves. I was puzzled as to how and through whom they 
had acquired the skills necessary for designing such a research tool : 
the French teacher had organised suitable 'supervisors' for each 
student from among the staff of the college — hence the Fashion 
teacher's help for S.3, and the Art teacher's for S.6. The Sociology
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teacher had been persuaded to instruct all the students in the 
research methods needed for the projects (interviewing, questionnaire 
design). These sessions were outside the official timetable (ie. at 
lunch-time, after hours), and served as another 1 resource' for the 
students. Indeed — not only for the students : these non—French 
teachers, too, benefited, by learning about the various projects from 
the students, ie. the process was a two-way use of resources : more 
'hidden resources', rarely acknowledged or appraised.
The Case Study thus highlights, among other points, the very positive 
role a teacher can play as a resource him/herself, and as a link between 
students and other resources, eg. College librarian, other College 
teachers. University library. I would have liked to ascertain how the 
students projects had been assessed in the light of resources used 
(^-f« indeed, that had been a criterion at all) % alas, lack of tim° 
prevented me from further visits to the College. It would no doubt 
be enlightening to see how examiners judge the efforts expended on 
the search for and retrieval of resources by the students and, in 
some cases, their inventiveness of mind. If such judgment could be 
demonstrated, it would doubtless increase students' perceived need 
and consequent pursuit of such resources.
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Case Study/Record 4 : The LASS Project
LASS = Library Access and Sixth Form Studies : a British Library 
funded project (1980-1982), based at CARE, University of East Anglia. 
Director : Lawrence Stenhouse.
The main aims of the project were stated to be (Rudduck & Hopkins <;eds) 
1984b) :
1) to reconceptualise academic Sixth form education 
in respect of its relation to books and libraries ;
2) to provide a basis for reflection on teaching in 
the presence of books at Sixth form level;
3) to consider the significance of access to books
and libraries for educational opportunity at 
Sixth form level ;
4) to document the styles of librarians and teachers
as managers of knowledge.
The project was designed as a multi—site case study programme involving 
teachers, students and librarians in 26 (finally 24) institutions, 
covering a range of Sixth form settings. The interview was the main 
means of gathering data.
The Report - "The Sixth Form and Libraries" (BLLIR 24, 1984), is
based on the interviews which the researchers held in the various
institutions, and which are stored as complete separate case records 
at CARE, University of East Anglia. It is an account of generalised 
findings from across the case records.
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The LASS project has already been referred to several times through­
out this report. Some points should be reiterated and emphasised:
1) my study of LASS was not as a primary source of 
information, but secondary,: everything pertaining 
to it was 1 twice removed1 because I had no 
personal part to play in the conduct of the 
interviews ; I had no contact with, interviewees, 
nor any impression of the various contexts of the 
case studies : I could listen to teachers speak 
about their teaching methods, but not cb serve 
them in action, ie. the interviewers1 perceptions 
are lacking.
2) although the report (1984) states that
"... interviews were supported by documentary 
evidence and by field notes __ " (p.2)
such documentary support was not to hand when I studied
the project : and this lack of knowledge of context
(other than the statistics re numbers of students and
type of institution) was a distinct handicap in my
analysis of the records : as mentioned earlier, any
secondary source is devoid of sensitory help (no image
of people, no sounds, no impression of physical
surroundings, no verbal/non—verbal behaviour to heighten
the researcher's awareness) : documentary evidence is
therefore all the more important.
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3) the LASS researchers1 concerns, although similar to
my own, were nonetheless differently slanted : Stenhouse, 
the director of the project, stated that it was -
"... about the transition of pupils to 
studentship ,.. moves from dependence on 
instruction to capacity for independent 
study - that kind of move depends on a 
change in the epistemology of the learner 
... there must be a point when the person
discovers something of the problematic
nature of knowledge ..." (p.v)
My concerns were less with the 'nature of knowledge', 
more with the means sought and used in the pursuit of 
knowledge, and with the recognition by teachers, students
and librarians of their own and one another's efforts in
so doing. LASS sought answers mainly within the school 
environment : I was also interested to probe out-of­
school influences. LASS based its research almost 
exclusively on interviews : I used observation and inter­
action in classrooms as well as interviews. By using the 
same techniques throughout their enquiries, LASS findings 
are presented as a cohesive collection of similar types of 
data : my case studies varied greatly in structure, which 
placed great importance on their context-base, and I 
stressed these differences of context, which, by their very 
difference, highlight the points they share.
41 my study of a small portion of LASS was itself only one 
strand of my research. The findings from the selected 
case records would, therefore, need to be discussed 
Cal within the context of LASS, and (b) within the context 
of findings from the other case studies.
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The whole concept of a collection of case records gathered together 
by a number of researchers, waiting to be dissected, analysed, 
interpreted by 'outsiders' was, to me, an intriguing challenge. It 
gave me the opportunity Cal to try out a different research methodology, 
and Cb) to ascertain whether my own data would be corroborated by the 
raw data collected by other researchers in similar contexts.
From the total of 24 case records, I chose four for further analysis 
and comparison. This choice was dictated by two main criteria:
Ci) different types of institutions; (ii) different interviewers — 
two very experienced, two less so:
comprehensive purpose built school; 
total number of students : 1500 
sixth form students : 150
sixth form college; 
total number of students : 500
girls' public boarding school; 
total number of students : 500 
sixth form students : 280
independent boys' day school; 
total number of students : 1000 
sixth form students : 530.
In the description that follows, examples and quotations
will thus be identified by the numbers (14) , (15), (19), or (26) respectively, 
to give a flavour of the institutional context concerned.
What was the underlying assumption of the LASS project? According 
to the interviewer (14) in discussion with a teacher, it was -
"that the way sixth form pupils will work and 
perhaps the way people will teach them will be in 
some way absolutely distinctively different from 
teaching pupils of other ages. (But) I think the
Case Record 14 :
Case Record 15 :
Case Record 19 :
Case Record 26 :
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more we are talking to people ... the more I 'm 
beginning to doubt that assumption!'
Transition to Sixth Form
In this particular interview, the teacher describes the difficulties 
experienced by teachers in the transition between the lower school 
and the Sixth form in the context of a comprehensive school :
T : "... I think it's the attitude we have. You
can't expect the teacher to stop being a 
teacher and change attitudes completely with 
people he/she has known for four or five 
years and then suddenly in form 6 take the 
same attitude as a college lecturer to whom 
a lot of the people they lecture to are 
strangers." (14)
As in other case studies, those explored by LASS showed evidence of 
the problems of transition from dependence to independence experienced 
by students, and of teachers' efforts to overcome these. How?
T : "Half consciously, and half you hope it
happens by instinct". (19)
Perhaps the teachers in Case Study 1 would have said 'growing 
maturity' instead of 'instinct'.
T : "We try to bridge the gap by giving some freedom" (15)
But -
T : "Students find freedom difficult" (14)
Indeed, as one student admits — early in the Sixth form
S : "... IVm not Cyst) at the stage where I have any
sort of opinions because it's totally new 
ground" (26)
- 172 -
Comments from both teachers and students clearly show that there is 
recognition of the aim of 'freedom1, of 'independence', but equally, 
recognition of the slow and difficult process involved in reaching 
that goal - with no ready means of facilitating the process - 
"(students) like to be organised by you" (15) ; "(we) have to show 
students how to work independently" (14); letting students make 
their own notes "would be a case of sinking for a good many of them" 
(14); "(students) do in the early stages need leading by the hand 
virtually" (15); and students confirm this -
S : "Most people's opinions are still guided by
the teacher" (19) .
Teachers' expectations
How far does this general guiding through the Sixth form extend to 
reading? What do teachers expect?
Views vary from one history teacher expecting his students to read as 
many books as possible on his subject because —
T : X don t think they have to be wooed ...
they've made their choice, they think 
they'll like history" (26)
- to another who feels that -
T : "To ask (students) ... to do very much in
the way of sort of general reading is 
absolute pie in the sky, nonsense, it 
doesn't happen" (15)
Several teachers seem certain in their expectations within this 
context of more able students ^
T : "Oxbridge students already go to libraries
and do all the things you would expect 
them to do" (26)
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and imply that their 'expectations' are acted upon:
T : "If (students) can't tackle a book, then
at least they can perhaps tackle a 5-10 
page article, with pictures as well, to 
break it up" (15)
- but have the teachers ascertained from either students or librarian 
whether this is, in fact, done?
T : "I just say 'Go away to the library and find
this ... If you can't find something ... 
ask me" (26)
explaining to the interviewer that in this way, students "have no 
excuse" for not finding something : they must not be spoonfed. But - 
again - will students really ask for help?
While one teacher assumes that -
T : "You can't work in that library next door
and not know all that's available to them 
(= students)" (19)
another suggests that students do not use the library "in the way they 
perhaps ought to do" (15). But what is "ought"?
Some teachers simply expect their students to read widely (and seem 
to leave it at that); others are aware of the fact that many students 
do not. Several used phrases like "you can't drag them physically to 
the library ... you can't take a horse to water" (15).
While one teacher regards reading as something he "hopes is going on 
all the time" (141, another does not expect further reading because 
he feels that students have no spare time (15) , While one expects 
students to "graduate" from textbooks to other books (26), another 
feels that teachers are not very successful in getting students to
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read unless books are set as part of their homework (19), ie. 
through indirect persuasion.
Several points are highlighted in this context of teachers1 expectations 
of students' reading;^  teachers in (26), (independent boys' school) seem to 
have high expectations of independent work by well-motivated students; 
one teacher in (26) speaks of the 1worthy' boy who would be helped 
by the teacher in his search for books, and another (15) of the many 
A-level students of to-day who would not have attempted A-levels 
"in the old days". One teacher in (19) admits to being 'vaguely 
conscious that students don't read around (the subject)'; another
(14) feels that students sometimes deceive teachers about the amount 
of reading actually done - 'perhaps they (= teachers) should enquire 
more'. This is the crux : there appears, overall, little evidence of 
teachers checking how students react to their expectations of reading -
(a) as instruction-to-be-followed (= dependent on teacher), and
(b) as encouragement to individual further action (= independent 
of teacher).
Students' perception of teachers' expectations
One point stood out clearly : students' perception of 'having to' read.
Even within the limited context of four case records, phrases like 
"(we're) told to buy books" (26); "supposed to use the library" (15);
"meant to read newspapers" (26) abound. Usually the bare minimum of 
reading is undertaken, one can "get away without books, only notes"
(19) ; "manage to get through" (by just looking at the basic text­
book) (26); one student admits he will "have to use (an extra book) 
for (a particular! essay" C151.
But there are exceptions, some do take independent action ; one 
student sometimes sees a book, likes the title, and reads it; he
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would rather go and find something he's interested in (19); another 
feels that the use of books "encourages more originality" (in 
essays) (26). Indeed, some students seem to sense a challenge - 
one student (of french) feels that as not many books were suggested, 
this motivated him to look himself, which he prefers - rather than 
"stick to whatever they might suggest" (19); another finds his 
textbooks boring and prefers specialist books (26). General text­
books are not always liked : one student prefers single topic books 
("psychologically it's helpful to be able to finish the thing" (19)) - 
although this must be balanced by the teacher's comment -
T : "Students go berserk on these Study Aid things -
learn all sorts of rubbish that isn't on the 
syllabus ... they're gluttons for absorbing 
facts" (19)
Note the instinctive restriction of focus to "The Syllabus" by this 
teacher, while others want their students to read as much as possible 
around the subject : the great diversity of opinion among teachers on 
the question of To Read or Not to Read is clearly evident. No wonder 
that students, hovering on the threshold to greater independence, but 
still needing 'leading by the hand' (15), experience bewilderment : 
if they restrict their reading to the textbook(s) and their notes, they 
are told to read more, to expand; if they do so, they may find that
S : "If you've got a lot of confusing and conflicting
information, it very often does more harm than
good." (19)
It may be felt that study skills are needed for developing discernment 
in judging books which have not been specifically recommended by
teachers; but a teaching of study skills, whether in isolation or with-
in a curriculum, has not yet been widely introduced, and those 
schemes which have been tried cannot yet be considered a success 
(Brake 1980, Norris & Sanger 1984) : new ideas are rarely easy to 
translate into practice, innovation is often resisted (Rudduck 1984
I suggested earlier that many students in the LASS data appear to 
feel forced to read. On looking at the interviews again, I began 
to wonder whether they were on occasion 'led' to this view by the 
interviewer. Questions like-
Int. : "Do you have to read for your essays?" (26)
and
Int. : "Can you get away with relying on your own
textbook, or does it force you into library 
usage?" (19)
(my emphases)
are unlikely to suggest to students that it might be a pleasure to
comb the shelves of the library, and that potential riches found
there might add not only depth to their essays but also height to 
their grades.
Dependence versus Independence
If students do act independently, are they seen as contributing to 
the general stock of information in the class context?
T : I must say that I feel less and less that I
learn anything from them ... I sometimes find 
that I see new things for myself either when I'm 
teaching it or when I'm reading it through again, 
but I don't often learn much that is new from 
.... it seems to be a diminishing experience ..."
C26)
CLASS emphases)
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Other teachers tell students to report back on what they have found 
in the Public Library, to find books which they like; they speak of 
a 'two-way process', much as others mention that their teaching is 
based on discussion rather than lecturing (19) : however, without 
comparable evidence from the students, it is difficult to assess 
whether such comments are simply rhetoric or a true reflection of 
interaction in the classroom.
Phrases like "spoonfeeding", "sausage-machine", "feeding-in 
information", "students regurgitating facts" appear more frequently 
throughout the interviews than "discussion" and "two-way process"; 
and, again as in Case Study 1, teachers often specify precisely 
which parts in which books students should read for structuring 
their essays :
T : "A reading and note—making exercise will be
organised along the following lines : we give 
them a piece of paper on which an essay title 
is contained, on which a number of issues they 
might consider is listed and then a reading 
list. The latter isn't just "Read X, Y and Z" - 
it will be perhaps, "Read seven pages of the 
following books" : we give them guidance 
there." (26)
Similarly, a teacher in (15) will quote "actual chapter references 
and even pages".
Teachers' Use of Library
There is another aspect to teachers' encouragement of students' 
reading : that of setting an example. If we extend the impression 
that 'teacher is right', then by implication, teachers' own use of 
books and libraries might act as stimulus to students. As Newton 
(1984) said -
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"Teachers complain of their students' lack of 
reading but often their own unimaginative use 
cannot encourage them to mend their ways, and 
encouraged they must be if they are ever to 
become self-dependent in acquiring knowledge 
and skill in a rapidly changing society."
(p.391)
This view is confirmed by statements in the LASS data:
Lib :"Staff do use (the school library), they 
do take books out, but I would like to 
feel that as far as existing books in 
there are concerned, that the teachers 
concerned with them, with that subject, 
were a bit more interested in actually 
what was on the shelves, but that 
doesn't apply to every teacher."
(15)
In fact -
Lib :"One of my tasks is to manouevre subject 
teachers into the library." (26)
How do teachers themselves see their interest in and use of the 
school library?
Int : "Do you ever use the school library yourself?
T : Oh yes, all the time ... We have a system
here ... whereby we all have to __ supervise
private study in the library, so that's an 
ideal time to browse through the magazines 
and select which books I want to use for 
my preparation." (15)
One might interpret this as indirect use of the library - motivated 
not so much by the teacher's own interest as by the necessity of. 
going there, fulfilling a different role. Another teacher admits
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T : "I use the public library entirely ... I
wouldn't dream of coming to our place. I 
suppose it's possible on some occasions 
that our own library might have the 
information I want __ " (15)
But librarians are anxious to foster good relations with teachers 
and students : teachers should come into the library so that students 
can learn from their (= teachers') knowledge of books; librarians 
need the help of teachers in the choice of library material (26) ; the 
library should npt_.be regarded as a 'backwater' (26) and, consequently, 
the librarian should be regarded as an equal teacher in the staffroom 
(26), participating in staff activities (see also p_ 205 ) . Thus,
of the three groups - teachers, students, librarians - all concerned 
with using library materials,
teachers exhort students but do not necessarily 
follow their own dictum;
librarians anxiously woo students and teachers 
and want to work in partnership with both;
- students are basically reluctant to search for 
and use more than the prescribed minimum as 
needed (for examinations) .
The exhortation element here has provoked comment in the past:
"No competent learner ever says to himself, 'In 
trying to solve this problem, I will read two books 
(not less than 30 pages from each). Then I will 
make a report of not less than 20 pages, with a 
minimum of 15 footnotes ... 1 The only place one 
finds such demands is in a school syllabus. They 
do not exist in natural, human learning situations .."
(Postman & Weingartner 1971, p.72)
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Examinations
School syllabus leads to examinations. In LASS, as in previous case 
studies, the influence of A-level (and S-level) examinations is ever­
present. The teacher's first responsibility must be to serve the 
needs of the boys (and these needs are seen as passing the examination); 
only then will reading material be recommended which is "inessential" 
to a course (26). What is taught will be "directly relevant to the 
course" (19).
T : "Exams cramp the teaching style somewhat". (26)
T : "We've geared our teaching to the way the 
examiner gives his paper." (14)
Students agree. They put forward "what the examiner wants you to 
say. (26); they do not want to spend time on non—examinable input
(15), just as in previous case studies they regarded, for instance, 
museum visits as "irrelevant".
Teachers feel that examiners are out of touch with the current situation 
in schools : they recommend books but do not appreciate the scarcity 
of resources (14). Similarly, the teaching style is acknowledged 
to be a bit on the rigid side" for which blame must be put on 
examination papers which have not changed much over many years.
But there is a different perspective too:
Head :"I wonder whether it's so much a problem of the 
actual syllabus or the teacher's interpretation 
of it. I sometimes wonder if it's not the 
syllabus but the teachers who are too traditional 
and conservative and I think that's probably 
where the answer lies ... (Recently) two new 
examiners had great difficulty in getting across 
their ideas because a lot of the (teachers) ...
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were conservative ... and ... didn't want 
to move in the direction that the examiners 
were partly trying to push them ..." (1 4 )
'Conservative' some teachers may be. It is perhaps understandable 
that they are apprehensive of change - again the fear of innovation, 
touched on earlier in the context of introducing study skills. One 
teacher admits that she has not "plucked up courage to attempt (a 
new examination task) that she "did not know what was expected by 
examiners" and had not "plunged into that yet" (1 4 )  .
Another teacher is concerned that the examination does not test 
large chunks of information" contained in the syllabus and learnt by 
the students, which is "frustrating" for students and teachers (26). 
Such a view illustrates vividly the hold ('stranglehold') exercised 
by examinations in our education system: the implication is that
unexamined "chunks of information" are wasted, and it highlights 
the conflict in our thinking about what education is, how it is 
measured - and whether, in fact, our 'grading' assesses real learning 
or only "spoonfed" facts.
Teachers are ready to admit that
T : "we can get examination results . and yet
not prepare (the students) for the 1 8 +  period 
... That might ... look good for the governors 
but I don * t think it would help the students. "
(1 4 )
Bibliographies
It was suggested earlier that in the context of advocating suitable 
learning resources to students (be it for learning for life or for 
suitable examinations), teachers themselves may at times not be seen 
as searching for books - which may act as deterrent to their students'
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motivation. Perhaps this is one reason why they do not seem to place 
much importance on students' listing bibliographies in their essays - 
which puzzled me, in view of their avowed concern about extensive 
reading : despite their assurance (see Case Study 1) that they can 
always tell from the structure and contents of essays whether students 
have read widely, a list of sources consulted would seem to be a 
useful form of evidence. But as one teacher says.
T : "I'm not sure really how much value it is
either to me or them just to put the list of 
books that they've used at the bottom. More 
often than not it's probably just the basic 
text book and some other reading and I 
probably know what they (have) read anyway.
If it was ... something like a long essay ...
I suppose it would be valuable, but in fact 
I think it's a bit showy to do that sort of 
thing at their age." (19)
And another feels that -
T : "Given that now we tend to write on the
assignment sheets 'Look at this, look at 
that', given that you can tell from their 
notes what they've read, in a way the 
bibliography is superfluous." (26)
However, some do require bibliographies which they then use for 
assessment :
T : "You ask them for a bibliography and you can
have some idea from that in fact whether or 
not they've read wisely. It may be that 
they've put a book down and you can tell 
from the essay that they haven't really 
read that book, or ... simply ... the 
introduction or the epilogue and 
just got the gist of it ..." (15)
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The last comment may lead back to a lack of study skills, here 
specifically the skill of 'gutting' a book. But unless teachers 
can persuade students (and themselves) of the usefulness and 
importance of listing resources, ie. of the place of resources in 
assessment, I suspect librarians' and educationalists' efforts in 
this direction may not find ready acceptance.
General Studies
Such diffidence about listing resources used does not necessarily extend 
to teachers' use of resources - other than library books, perhaps : 
their own books and materials are often mentioned (15), taken to the 
school and lent to the students, ie. something from their own prior 
experience and knowledge is used perhaps in preference to resources 
with which they are not themselves familiar. Similarly, teachers use 
their own resourcefulness — again based on prior experience — when 
conducting General Studies sessions which are often devised based on 
teachers' own expertise and interests, or on readily available 
resources within the school context (eg. a course on 'Minor Arts' - 
(pottery and porcelain), designed to make use of otherwise underused 
books in the library (19); 'Rare Books' - to utilise some very old 
and rare books in a special collection in the school (26)) .
But teachers' enthusiasm for a subject and subsequent use of relevant 
resources will not necessarily be echoed by students : teachers may 
have a general, liberal education in mind, away from examinations :
Head : "(Students) go to a series of classes on different 
aspects of the thing, and then covering the whole 
spectrum of what is offered, which varies from 
year to year according to the enthusiasm and 
interests and capabilities of the teachers who 
happen to be involved." (15)
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Similarly, another teacher (15), feels that General Studies are 
extremely valuable because they lead away from the "narrow range 
of intellectual discipline (of science)", and give students the 
chance of doing individual research which may help them in the 
future.
But students, almost without exception in the LASS case records I 
analysed, have a different perception : they find General Studies 
interminably boring" (26), "a waste of time" (15). They argue that 
because General Studies will not be the teachers' main subjects but 
'extras', they cannot really have prepared them well, and will 
consequently not enjoy teaching them.
S : "I don't think the teachers particularly like
teaching it ... They seem to think 'Oh God, 
we've got to sit and lecture to this herd of 
people ... and (they) just type things out ... 
so you don't have to listen anyway, and when 
you don't have to listen, you just don't." (15)
S . They ve got to cram as much into you as
possible in as little time as they have." (15)
and
S : I find it tends to be a bit boring - it's not
that you're not interested in the subject, it's 
because you study it so superficially that 
you can't develop any interest in it." (26)
It appears that students have been so indoctrinated with the overriding 
importance of examinations, with concentration on curriculum demands, 
that anything outside that context is viewed with suspicion.
General Studies often involve some project work CIS), and projects 
involve the use of a variety of resources. In the LASS interviews, 
teachers were asked their views about projects as a teaching and 
learning method.
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The comments were similar to those voiced in other schools : 
projects are fine for the lower school, not for the higher levels 
(19), (26). Some of the projects done by students as part of 
General Studies "showed initiative", and overall it is felt that 
they encourage students to use what resources are available (15).
But, when asked whether assignments should be set in the 1 conscious 
presence* of the school library, one teacher felt that such work would 
only be sucessful if (a) students knew that necessary resources were 
available, (b) students knew how to use them, and (c) the necessary 
links with the librarian had been well planned (26). Although teachers 
would like to encourage the "independent spirit" of some students, 
the overriding constraint on advocating projects was the time 
involved for students and teachers.
Arts versus Sciences
The concept of 'General Studies' in the Sixth form is that of extending 
students' strict subject specialisations to a more comprehensive 
education :
"General studies ... have provided teachers with an 
excellent antidote to the single-subject curriculum.
Unconstrained by a specialist syllabus, general 
studies classes ... have been able to adopt an inter­
disciplinary and generalised approach. Freed from 
the need to 'get through' an externally prescribed 
course content, the teacher can encourage full 
student participation ... The thinking that has 
gone into the best general study work could provide 
a way forward for the examined curriculum ... Perhaps 
we should offer students a range of options in which 
subjects are deliberately grouped to provide packages 
of interrelated studies."
(Macfarlane 1984)
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This extract, from an article written by the Principal of a Sixth 
form college, echoes the views of the Principal quoted on page 
From the comments made by students in the LASS records, it seems 
clear that such vision of General Studies is not shared by them. It 
seems evident that students have difficulty in recognising inter­
relatedness of subjects, that they see each as a separate entity; and 
these separate entities lie within the great divide between Arts and 
Sciences.
Koestler (1976) had argued strongly against such division :
"The artist and the scientist each projects his 
experience of reality into his chosen medium of 
expression. They do not inhabit separate universes 
but occupy the two extremes of a continuous 
spectrum. ... There is nowhere a clear boundary 
where the kingdom of science ends and that of 
art begins."
But such a boundary is perceived by both students and teachers : one 
teacher (19) feels that 'mixed arts/science students' tend to fail 
A-levels, while others (= non-mixed) succeed; that 'mixed' students 
will not read enough, while 'true scientists' do; and that there are 
two types of students who will choose Biology as an A-level subject; 
(i) those wanting to study medicine, and (ii) those who are not sure 
of what they want to do, and might choose English, History and 
Biology.
Students are keenly aware of the division as it is reflected in actual 
study and in free time :
S : "People doing Arts subjects get more free periods
because they are left to find facts out for 
themselves. People doing Science have to be
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taught maths and physics before they can 
understand it.u (19)
[ I
Int : Would you say the way you work is typical of 
Sixth form pupils or is there a big range?
S : No, I think it's typical especially in the
arts. With the sciences I don't think they
have to work as hard, really, they don't have 
to read as much because it's all formulae, 
especially in mathematical sciences.
Int : So you don't think they work so hard during 
the day?
S : I don't think they have to give up so much time
to reading. The arts more or less all work the
same way. (my emphasis)
(14)
and, in another interview :
Int You've got a mixture of arts and science 
subjects really ... do you think there is 
any difference between arts and science 
subjects (re work load)?
S : I think we've got to do a lot more work on 
our own, especially because we can't confer 
about essays really, but I wouldn't say we 
did more work, probably theirs is shorter 
but harder to understand, ours is longer 
and easier.
Int : When you say 'ours', you think of yourself 
as an Arts student?
S : Yes."
(14)
It is nicely summed up as - 
u
S : (science students) think that we've never 
got as much work as them, and we feel that 
they've got less work than we have. There's 
a sort of friendly rivalry between us, the
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scientists and the artists, in this school.
I think the workload is equally h e a v y (19)
Subject Divisions
From such perceptions of the division between Arts and Sciences it is 
but a small step to perceptions of separate subjects within each 
^^^^sion, with ensuing different views of resource requirements. It 
is perhaps not surprising that
„
T : 9-S far as Maths is concerned ... we have
enough textbooks. You see, in Mathematics, a 
factual thing like Mathematics, you don't
need a second opinion -- There is one way of
doing a particular thing, there is your way - 
there _is somebody else's way but that can only 
lead to confusion, you know, in a mathematical 
subject, so you give them your way of doing 
things and they've got the textbook. They 
find it quite unnecessary to use the library 
as far as Mathematics is concerned, except 
for reading a bit of history. A biography, 
for instance, they could read." (15)
But is it realistic to suggest that mathematics students will read . 
the biography of a mathematician - or that, in fact, such biographies 
will be stocked in the school library? Again, here, the feeling is 
conveyed that a multitude of views may lead to confusion, rather than 
the idealistic vision of more books = more views = wider understanding 
because of (not in spite of) a variety of perspectives.
In the above extract, mathematics was compared with History, which is 
also a leap across the gap between two very different subjects. A 
less obvious 'leap' is that from History to Politics, where it might 
have been assumed that perceptions of resource requirements were very 
similar:
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S : "Politics is not the same (as history) ... you
have to sort of glean little bits of information 
from various books and it's more sort of - 
history divides into set book topics - in 
European you've got Sweden, France and lots 
of compartments in the syllabus : Politics is 
all merging together ... you've got to think,
I suppose, a lot more in the exam in Politics.
... in Politics, in my opinion, there aren't 
as many books to look at (as in History) - 
there aren't so many books written about it - 
it's constantly changing, ... becoming out of 
date. I think the new materials are looked 
at in class whereas in History I think you're 
meant to sort of get it from the books first 
and then have a sort of general discussion 
about what you've done in your assignment at 
home, in class. The history is probably 
better from the point of view of intellectual
n
stimulation. (26)
S ï ... the only reason I swopped to take History 
(was) because the politics teacher said if I 
was good at politics I had to be good at 
history because (of the) similar sort of skills - 
essay writing." (26)
I have quoted from the History/Politics divide because these students' 
views may not be realised or shared by teachers - or librarians : the 
s^viser in the last—quoted instance equates the two subjects, and X 
suspect that librarians, too, would assume that the same criteria of 
book demands applied to the two subjects.
From the 'compartmentalisation' of Arts versus Science, through that 
of different subjects within either Arts or Sciences, to that of 
sections within one subject, as exemplified by the history student
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Cp.189) who spoke of Sweden, France etc. as separate.'compartments'.
Comments on such refinement of categorisation can be found elsewhere :
"(in maths teaching) one difficulty is the sort of 
water-tight-compartment business. If you're using 
analysis in applied mathematics and they've got 
to produce a bit of calculus for a start, they're 
a bit reluctant to open the calculus drawer - 
they tend to think 'we're in this chapter, every­
thing is from this chapter' - they tend to
compartmentalise knowledge __"
(Schostak & Logan 1984, p.164)
It must be a case of
"suffering from 'hardening of the categories' ..."
(Postman & Weingartner 1971, p.83)!
Different students have different views on which subjects combine well 
with which : one student feels that for History one needs a great base 
of fact; that English is separate and needs a critical response; and 
that politics is "just an intellectual exercise" (26) .
Another student suggests :
S : '(In) English you get a great deal from the
teaching contact 1 cos it's a much freer inter­
change of ideas and the same is probably true 
of the politics though I suspect underneath it 
we're channelled and funnelled along the way 
they want us to think. History — English History 
has proved to be much ... greater interchange of 
ideas - and European History has turned out to 
be writing down lots and lots of facts for two 
years." (26)
- 191 -
But there are students who see an integration :
S : “I think (Chemistry, Biology, Physics with Maths)
combine very well. While you’re doing your 
homework, say, if you consult books to consolidate 
your knowledge by reading and studying then it all 
fits in very well together." (26)
— and at least one who had originally wanted to do science subjects, 
changed his mind after the Sixth form induction lecture, 'settled 
for arts', and expressed some diffidence
S : "I was going to do Botany but it clashed with Art
so I had to accept Geography, but it doesn't 
matter really." (14)
And teachers? Some 'link' subjects
n
Int : Do you (= French teacher) get suggestions from 
other members in the department for books?
T : Oh yes ... This is a small department ... there's 
one teaching Spanish, one teaching German and a 
couple of us teaching French, so it's all done 
on a very 'Did you see this book?' or, you know,
'This might be an idea' (basis) (15)
Others seem to 1link':-
n
Int : Does the Science Department as a whole mix a lot, 
or do you tend to keep within your subject 
department within science?
T : oh no, we're very mixed. We work as a department,
I would say, and not as Biology, Physics and 
Chemistry ... largely because we share a common 
staff room where we have our coffee 11 (19)
(Which came first - sharing coffee or sharing ideas?)
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And yet another perceives a somewhat unusual link :
T : (talking about a Computer course) \ . I think
there must be hundreds of books on computers, 
but you've got to start with the basics, and I 
think that's fairly adequately covered by the 
Physics Department and by Mr X who does it as a 
sort of adjunct to his Classics teaching,
because he was a Classics man, you see __  He's
got that sort of mind which will deal with 
computers. (15)
Home Influence
In discussing General Studies and the bases upon which such courses 
are designed, teachers' own resources and resourcefulness were seen to 
be an influential factor. What about students' own resources — 
explicit (materials) and implicit (interests, prior experience, home 
background)? In the case studies which I conducted myself, I 
attempted to probe this concern, to encourage students to think and 
talk about resources which might otherwise remain 'hidden'. In LASS, 
of course, this was not possible, and I had to search the LASS 
records for data which might throw some light upon this aspect of my 
inquiry into resource-use - recognising that the LASS interviews 
possibly were not geared in this direction.
It was evident that teachers are not always aware of students' back­
ground and extra-curricular interests. They admit to being 'uncertain' 
about the prevalence or use of books in students' homes, 'uncertain' 
overall about home background (15). They seem to base their views 
mainly on assumptions :
T : "I'm not aware of many boys accumulating many
technical books. I know that a few do buy 
one or two reference books __ and also I'm
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aware that some boys use their father's 
reference books - for example, their father 
may be a doctor in which case they have access 
to all sorts of topics relating to physiology, 
say." (26)
(which may be of interest if that boy is studying science subjects!)
The generally accepted assumption that more books at home = more 
motivated readers, is stated by another teacher :
T : "If you've grown up surrounded by plenty of
•books, and if you've always been encouraged to 
read, then obviously that will make it easier 
when you —  come to a sixth form college and 
there are opportunities for you to work in a 
library ... to take books off the shelves and 
generally browse through ... Whereas if there 
haven't been many books in the house, you've 
not been particularly encouraged to read, then 
there isn't the same stimulus, I don't think ...
Int : I just wondered whether you were ever aware of 
this actually happening, or maybe you don't 
know enough about the kind of backgrounds they —
T : Well ... (in tutor sets) you can pick up hints 
about their home background ... then ... as you 
teach them, ... sometimes it does come through 
that perhaps there isn't a great deal of material 
available for them in their home. But of course, 
it can work the other way, can't it? I mean 
the fact that there aren't many books in the 
house could encourage a student who wants to get 
on to make great efforts and to read voraciously, 
and that has sometimes happened." (15)
In other words, it depends on what each individual makes of the home 
background, how it is used as a resource.
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Teachers thus voice assumptions. Similarly, one librarian says 
(in a discussion about newspapers and magazine in the school 
library) -
Lib :"A lot of (students) don't know (about them) ,
even though they come from homes that you would 
expect to have those papers.1 (14)
Home background1 to me means more than the presence (or absence) 
of books and newspapers actually at home, but that appears to have 
been teachers' and librarians' interpretations. I searched for other 
resources mentioned by students :
Int :"How did you know what to read (for Chemistry)?
S : Well, basically, my Dad said to read as many of 
the books as I could — there are various small 
paper-backed books that deal with a topic at a 
time." (19)
i.e. the father, himself a resource, initiated a search for other 
resources.
S —  (I've) got some books at home.
Int : What, in the relevant subjects?
S : Yes. My brother did History, and one of my
brothers Geography, and so I can find out 
from them if it's, you know - pass them - 
textbooks and they'll help.
Int : Yes. So you'll probably use theirs?
S : Yes. I might go to the library, but you see,
my mum, she's some lecturer at a college and
she can get any books anyway." (15)
And another example :
Int Do you ever buy books?
S : Well, I don't really need to because my Mum's 
fiance has done a degree in Sociology and he's
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got loads and loads of books.
Int : And did that encourage you to take Sociology?
S : Yes, I think so. It did really because I was 
reading Psychology as well ... I read a lot of 
that before I came, and then I saw Sociology 
and decided to take it. I'm interested^ (15)
Again - family and friends act as resource-leading-to-resources.
There is, indeed, evidence of the basic assumption of teachers that 
students will use the books which "are just there in the lounge" (19), 
but, as commented on p. 193, these are not always perceived as 
relevant:
S : nMy father works at the university and can get
me university books ...
Int : Is your father in the same sort of subject?
S : He's in audiology.
Int : Does that mean his collection of books at 
home is relevant ..?
S : No, not really.
Int : Is it simply that he gives you access to the 
university library?
S : Yes.0
(26)
Home influence on search for and retrieval of resources is, therefore, 
not necessarily direct : the human resource is often 'hidden', often 
underestimated as a major contribution to students' and teachers' 
learning.
Other Resources
Although LASS concentrated on the use of books and journals in their 
enquiries, other types of resources were discussed : tapes, historical 
documents, television, cassettes, exhibitions, visits abroad (for
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language students) - all these were mentioned when specifically 
elicited by the interviewers. This is one view of the place of 
television in education
T : ’ I think there's been very considerable
scepticism that . in an academic
school such as this should feel it 
necessary to use this type of medium.
There is scepticism against the use of 
television purely as an entertainment 
medium and I think insufficient awareness 
that there are genuinely educational pro­
grammes which, if used properly, could 
enliven many a lesson." (26)
No doubt students would agree with this; but the teacher expresses 
what Postman & Weingartner (1971) felt:-
"Men tend to resent the intrusion of a new medium of
communication and often feel compelled to defend the
older medium against anticipated or actual competition".
(p.156)
There were conflicting views on the usefulness of the primary source 
of historical documents :
T : 1 In English History they (= JMB) have introduced
an unseen document to which the students have to
respond. In a way this is quite interesting __
it helps our boys because hopefully their 
intelligence is higher than that in other schools ... 
it is an attempt to get away from the essay, purely 
factual, approach, and in that sense I welcome it."
(26)
But :
H
S ; We get a document question in history ...
Int ; I see, is that good?
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S : No. We don11 particularly like it! It's 
basically, I mean, who can understand Old 
English —  somebody said it was more like an 
English comprehension.
Int : So it's going back - Chaucerian English or?
S : No, No. 17th Century English, and there's
all sorts of different 17th century English, 
of course, you know - you can tell from just 
looking at the accounts - sit down and really 
try and decipher it - I don't suppose it's 
really historyI" (26) (my emphasis)
More evidence of tunnel vision of what a 'subject' is, as discussed 
earlier. It is this seeming difficulty of 'transfer' that makes 
the introduction of new ideas, of other 'resources', so slow and 
painful. Again, it may be a question of haste, of not spending enough 
time on preparing a gradual shift of perceived boundaries : there is,
after all, comfort in knowing what to expect within a defined context; 
and the hitherto defined context of 'history' has not, ironically, 
encompassed 'real' historical documents.
Teachers' Views on Libraries/Resource Centres
Students implicit expectations of traditional, conservative teaching 
methods and their resistance to change may well still be underestimated; — 
it may be too readily assumed that such conservatism is only found in 
teachers such as described here by a Deputy Head explaining his 
vision of a resource centre, Cas contrasted to a 'library') ;
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D.H. : We have 105 teachers at the school and a
great percentage of those are preparing their 
own work ... (which) goes back to their own 
classrooms. X would like to see examples of 
it going into the library ... for anyone else 
to use if they wished to do so, but that 
aspect I'm trying to deal with is a bit 
difficult.
Int : You are perhaps meeting some resistance from 
people who wish to keep their work to 
themselves?
D.H. : —  it's not the resistance : I don't think 
they see what we are trying to get at, and 
that perhaps is the biggest obstacle that I 
face. The whole concept of a library resource 
area sometimes is very difficult to get over 
to people who are conditioned by the traditional 
ideas. They think of a library as a book stock - 
full stop - which they can send their Sixth 
formers to to see if they've got a reference 
on a particular thing ... Many of them do not 
see it as completely integrated with what is 
going on in the classroom in year 1 to year 7.U
(14)
He is echoeing Wall's description (1974) of a 'Resource Centre':
"The heart and soul of a resources collection is not 
material at all : it lies in the structure of thought 
it exhibits, in the creative association it provokes 
and in the opportunities it provides for training the 
young learner in how to learn and think."
(p.125)
Two contrasting views in different settings of a school library's 
image and functions may be worth quoting (a) for their own intrinsic 
interest, and (b) . for the influence they seem to have on their 
librarians , teachers and students' perceptions of the role of 
library and librarian :
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Princ. : (The pleasure of having a library) - it's 
the delight in having books around and to 
have one room in the school where there are 
shelves of books, most of them in good 
condition, some of them very nicely bound 
that in itself is a genuine pleasure. And 
if you ask me, do I want boys to have that 
pleasure, yes, I do. But I think it's 
quite independent, it's a cultural experience 
rather than an educational experience, no, - .. to 
make good academic progress you need a library, 
you must learn to use it, and this is vital training 
for undergraduates. This is to go into the library 
for all sorts of other tactile and other pleasures, 
quite apart from the pleasure of finding the 
information you sought. And therefore I think 
I'm seeking that from the library as well, but 
that may be very much the attitude of a middle- 
aged, middle-class school master who thought a 
room full of books was the nicest room to be in.’1
(26)
Deputy :"l think libraries ... fulfil three roles ...
Princ. ---
One is a purely social role : it is easy to endow
a library ... it * s easy to show people round a
nice-looking library. It's something the
governors and benefactors can touch and see,
rather ... like lavatories ... Then point two :
I do think libraries have a valuable role to
play as places where people study. I mean, I
think oak panelling and shelves with books form
a pleasant background for people sitting at
tables ... it's a place where people can work
and feel that there's silence and peace and
get on with it. But on the matter of actual
books, if we're talking about study, if we're
thinking about it as a library where books
are there for study, I think really a library
has no place in the school at all.
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I think ... you need access to a.reference 
library ... i’d be very interested to know some 
statistics of what proportion of our books are 
ever used by anybody at all ..."
(15)
Role of Library and Librarian
Have these very different views influenced the perceptions of the role 
of the library held by teachers, students and librarians at the 
respective institutions.
Institution (26) :
Lib : "I first ... thought of a librarian as being 
primarily responsible for helping (students)
... but I've become more aware ... that 
colleagues need a lot of help, too, and can 
also offer a lot of help. It's a two-way 
process. "
One of her major objectives is -
... integrating the aims of the library with
the aims of people teaching in t h e  school
at large.
... What we ... need is a lot of interest from 
other members of staff who are going to point 
out to boys material that's available in a 
library, and set work which encourages them to 
use the library, then I think it's the role of 
the library to link its activities with class­
room activities so that together we're helping 
boys to be able to study independently.
I'm particularly interested in helping boys to 
find materials that they think will interest 
them, and putting material in front of boys 
which I think will prove stimulating to them ...
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• *• We produced a series of handouts for 
" eac*1 A-level subject in consultation with
heads of departments and subject teachers ... 
(and) had a very good response from subject 
teachers, physicists, biologists, just about 
everyone, who would bring down their class 
and with me talk about the materials that 
were available ... And we've noticed an 
increased use of those resources as a 
result ...
••• I think an enormous amount in this 
library depends upon the personality and 
the interests of the (librarian)."
And in Institution (15) :
Lib : ' When (students) first come (on a college 
induction day), they're brought up to the 
library ... j_ speak to them generally 
about the library and how to go about 
getting the tickets, and I also add at 
the time that when they come, if they 
want any help, they've only got to 
ask ... Some will ask and some won't.
Very often you'll see them come and they'll 
wander around, and, you know. I'll say 
'Can I help you?' and some will say 'yes' 
and others will say 'no', you know, they'll 
just, you get the feeling that they're not 
terribly interested anyway, but I always 
think that the ones who really want to know, 
will ask ... You get the odd shy one that 
doesn't like to ask, or if you say 'Didn't 
you know that you can just ask and I'll 
Lelp you if I can', usually say 'No, they 
didn't know'. I think mostly it's that 
they've forgotten ......U
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One might also suggest that the librarian herself is diffident,
then perhaps she could have encouraged the 1 shy' ones through a
more positive approach. The library used to be locked at break 
times :
... it was locked for the fact that people 
were eating lunch up there and you’d get 
drinks spilt ... and it becomes not 
necessarily an area where people want to 
study ... it would just be like bedlam.
Spoilt for the ones that really wanted to 
work in there ...
When I --- started taking books off the
shelves there were banana skins and lunch 
bags and crisp bags and all sorts stuffed 
behind the books. It surprised me, I 
didn't think you would find that kind of 
thing at a Sixth form college ..."
She too, like some teachers, evidently expected the Sixth form 
environment to be quite different from that of the lower school.
What about library guidance? The Deputy Principal had definite views 
n
: I supposed being able ... to find a book 
when you want one is part of education, but 
I should have thought, really, honestly for 
the kind of intelligence you -.expect sixth- 
formers to have, I should have thought 
twenty minutes actual instruction labelled 
'How to find a book in the library' would 
do the job ... I don't think the fact that 
we have a college library is very educational 
in that line.
Deputy
Princ.
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Is this view reflected in the actual use of library tools?
Int : "Do you find that the students use the catalogues 
much or not?
Lib : No. An odd one will, but generally, no they
don t. ... You get occasionally one of the 
brighter ones will, but I wouldn't say it 
was used, no. They're told that it's there, 
but obviously if I'm in, they'll ask me.“
But will they - in view of her previous statements about 'shyness'? 
And does direct questioning/guiding not render the catalogues 
superfluous in the eyes of the students?
We have heard comments by the Deputy Principal and the librarian. 
What about students' views?
(JL5) SI : I've never been in the college library, I don't
even know where it is.
Int : Were you not taken there in induction week?
51 : Well, I can't remember, I think we were but
I don't know where it is."
52 : "it's very out of the way ... it's tucked away
right over the other side of the college."
Int : "when you go in the library ... is it just to
work or is it to use the books at all?
53 : Not very often, not to use the books, but to
work because it's a quiet atmosphere and 
no-one talks.
Int : How (would you) like the library improved?
54 i It s too many echoes in it ... you can hear
everybody just walking across ...
Int : Do you think that deters people from going to
the shelves, it makes them self-conscious?
S4 : Especially when your shoes squeak ...
S3 : There's normally a teacher sitting in to keep
everything quiet, you feel a bit guilty
- 204 -
getting up and disturbing everybody else1s 
peace.
S ; I think it would be better if each subject had 
its own library ... so that, you were doing a 
subject, if you wanted some books it would be 
a lot easier for you to go to your room in 
each subject and get the books. The library's 
far out ... and it means to go and get a book 
and go through the process of looking it up 
and everything, it puts you off."
A totally different picture emerges from Institution (26X :
(26) Lib : 1... (We want boys to) find their way to materials 
they need which are going to help them to do a 
job well. It's pointless, I think, to bring a 
class in and say 'This is how the library 
works, listen in detail to all these Dewey 
numbers, sometime you will need it - go away 
and remember it1. They won't remember it.
And unless they live in school a life of which 
the library has to be a part, they won't acquire 
working skills in it. It's certainly our role 
to be able to show them how to acquire those 
skills.
... I think to be honest, ninety percent of the 
stock of the library is irrelevant to the 
individual boy in the school7 what I want to 
do is make sure that he finds his way to using 
the ten percent that is relevant."
(and 1 relevant1, to the librarian, means 'useful or entertaining').
I have quoted at length from two very different perspectives of a
school library, because, as mentioned earlier, the LASS records,
being 1 removed' from any personal impressions, observations, recollections,
have to speak to me through their "voices", and, particularly in the
context of libraries, I felt these "voices" were significant when
- 205 -
trying to gauge the relationship and interaction between teachers, 
students and librarians. The image of a librarian as someone who 
waits to be asked, who will supply on demand, who will instruct 
'in vacuo1, so to speak ^ as illustrated in the context of (15) -
is, alas, still with us; that of the librarian in (26), reminiscent
of Case Study (2), is still rare. I have always felt that a 
l^ iïicipâl s view of the school library will be reflected in the 
views of teachers, students — and his/her choice of librarian, and 
I have no doubt that a librarian1s positive approach to interaction 
between all parties is a far more important contribution than 
academic library qualifications; equally, that teaching experience 
is invaluable.
The extracts on the preceding pages have been culled from only two 
°f the four case records I analysed, so as to sharpen the perceived 
contrast. The extracts from (14) which follow serve to fill in 
the picture - as I see it.
(14) Int : ' You are not actually on the teaching staff,
are you?
Lib : I'm employed by the County Council but I'm
considered as a member of the staff. It's 
up to the individual, I think, as to how you 
fit in. You could be very much a fish out 
of water, you're not really a teacher, you're 
not a member of staff, you're not anywhere, 
so I end up trying to fit into both the 
worlds ..
u
T : (The librarian) is not a teacher as such
although we treat her as a teacher ... She 
goes into the staffroom and she is encouraged 
to go to all the staff meetings ... The 
Eead won '■ t have it any other wav ...11
(my emphasis)
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ii
Lib : The trouble is ... the teachers very often
don't give you any advance warning (of 
resource requirements for projects) ... X 
don't know what you do about this except 
keep reminding them, and it's difficult 
too, the relationship between teachers 
and librarian, you don't want to sound 
too much as if you are telling them their 
own business...**
(my emphasis)
Library instruction :
Lib : “The first period —  I explain the general
outlay of the library and how to find books, 
how to use the catalogue. It was a very 
simple basic explanation of almost everything 
... since then I've been allowing a couple of 
periods for that to sink in and seeing how 
they use it. Then you can see what they 
haven't understood, and you can emphasise 
that point. For example, I might have to 
explain again the difference between a 
catalogue number and accession number ...
I think it's a question of teaching them 
things, see how they use it, and then going 
back and reinforcing what they haven't 
learned ...."
h
Int : Do you find that you (= student) come across
any books ... by browsing rather than using 
the index?
S : Oh yes, definitely, because I think some of
the books that are in the library aren't 
always in the index. I never use the index 
at all ... because you know where the history 
books are, you know where the geography books 
are, and where the art books are.1
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The non-use of catalogues and indexes, the preparation and up­
dating of which occupy so much of librarians' time, is almost 
universal. If students do not use these 'aids', nor ask the 
librarian for help, nor remember what they have been taught ... 
does it not come back to the personality of the librarian, to 
go out to teachers and students, father than wait for them? But 
librarian (14) does -
Lib : I feel it is very important to get out of the
library and meet (teachers). It's far too easy 
to stay in here and never meet anybody, and I 
try to avoid that."
The Principal regards her as a member of staff, she is "treated as 
a teacher" - but she is still aware of the fact that she is not, 
and concerned to keep on good terms with 'them'. The status of a 
school librarian is all-important for any meaningful interaction to 
happen between teachers, students and librarians.
The picture drawn in these case records is a familiar one; I have, 
in other contexts, encountered exactly the same ambivalence of 
librarians position (eg. in a Public School where the librarian was 
the wife of the History master : very efficient, conscientious, of 
great physical appeal to the boys (young and shapely) —  but no 
status and hence, in the end, ineffectual.
Conclusions
Much of the LASS data which I studied and analysed corroborated my 
findings from other case studies. Teachers' and students' differing 
views of noter-taking, for example, echo those found in my own 
research; the transition 0-level/A-level/S-level; the all-pervading
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influence of examinations ; promotion and use of books and journals_
all have been touched on and different perspectives have been shown. 
The difficulties of using MSS data per se had been anticipated to 
a certain extent, while those inherent in using MSS in conjunction 
with my own-conducted case studies, ie. with the field seen through 
my own subjective eyes, could only be discovered through the actual 
experience of such use. This experience has, for me, as a researcher, 
been of great value, and it has also led to a far greater appreciation 
of the problems involved in weaving the varied tapestries of the 
individual case records into the LASS Report.
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Case Study 5 : Germany
Introduction and Background
As mentioned earlier, I had the opportunity to undertake some 
comparative research in Germany. It may be well to reiterate some 
of the problems inherent for me in such 1 comparative1 research
(1) I was unfamiliar with the structure of the current 
German education system and with the role of the 
library within it (other than through reading 
relevant literature);
(2) Although I had visited a number of German school 
libraries during an earlier study tour, I had not, 
in fact, observed or taken part in any activity in 
classroom or library during a normal school-day?
(3) Despite my fluency in the German language, I was an 
outsider, a 1 foreigner1 ;
(4) I was aware of the likelihood that impressions I 
gained now might be in conflict with my memories 
of my own school life in Germany a long time ago?
(5) The various schools to be visited were chosen for 
me^  not by me, ie. they lacked the comfort of the
1 familiar'.
In fact, I was uncertain to what extent, if any, I would be able to 
compare findings from German contexts with those from British settings, 
ie. to what extent my basic research questions would be applicable 
there, and whether any correlation would be (a) possible, and (b) 
useful.
The model below illustrates my perception of the developing stages of 
my ,home1 and 1 away1 hypotheses relating to the respective roles of 
teachers/students/librarians in the context of resource use:
HOME EXPERIENCE AWAY RESEARCH
lifelong experience childhood experience
hypothesis hypothesis
developing through developing through
reading 
discussion 
field work 
life experience
factual information 
experience as visitor
developing through
r changed 
hvnothesi:
field work
^changed ^  
hypothesis
British /fcommbûA German 
context (factorsV context
Would there, in fact, be common factors?
The German Library Institute in Berlin (of which the School Library 
section forms a small part) had sent me some of the relevant literature 
referred to in (1) above - some in German, some in English. The 
following extract from "New school libraries in the Federal Republic 
of Germany" (1983) sets the scene concerning the structure of 
libraries-and-schools:-
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Some of the points in this document need highlighting in the context 
of my research study
1) the development of school libraries is an off-shoot 
from the public library system which still exerts
an enormous influence on the financing, administration, 
and role perception of school libraries;
2) many school libraries, in fact, still form part of 
the public library system (this will be discussed 
later);
3) there is recognition of the gap that currently still 
exists between theory and practice of the teaching 
function of the school library;
4) librarians' knowledge of educational theory is 
limited;
5) by extension, it is recognised that the 'didactical 
awareness of the teachers' of the potential 
usefulness of the school library is not yet very 
high.
Such admission of perceived inadequacies in the current library/school 
system is surely admirable; what may be surprising is the conclusion 
that :
"it seems as if there are no ideal solutions for school
libraries",
that each library represents a compromise, and that there is merit in 
diversity : surprising because such thinking seems to go against the 
overall German ideal of highly-structured hierarchy of systems and 
procedures, still much in evidence; and, indeed, acknowledgment of 
such diversity is not reflected in the Library Institute's own 
published series of short guides for teachers on various aspects of
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school library management, stock-control, user educationf classification 
systems etc., which all convey the impression of one basic model to 
be followed along stated lines. Perhaps this seeming conflict 
between ideology and practicability has to be resolved before the 
school library movement in Germany can show real progress. My own 
feeling is firmly grounded in the conviction that adding more and 
more theoretical papers on statistics and on potential library/ 
school interaction etc. will not compensate for the lack of examples 
from practice, and that the actual need for school library independence 
has not yet been proved. The enormous difference between German and 
British attitudes to research was evident throughout my work in 
Germany : their research is fundamentally sociometric, quantitative; 
there is very little qualitative work — which may account for the 
great interest shown in my study. While the German Library Institute 
can be compared, in status, with the (British) Library Association, 
there appear to be no equivalents to our own 1 counterparts1 to policy­
making institutions, such as CARE (Centre for Applied Research in 
Education, University of East Anglia), CRUS (Centre for Research on 
User Studies, Sheffield University), no publications like "CRUS News", 
"INFUSE" (Information on User Education, Loughborough University), 
which give voice to practical initiatives, to successes and failures 
in. actual practice.
As the documents from the German Library Institute demonstrated so 
clearly the strong link between public and school libraries - in fact, 
the embedding of the latter within the former - I was interested to 
find out how such links were perceived and acted upon in practice, 
from the public library's point of view. Accordingly, while staying 
in Osnabruck, I arranged to speak to the librarian of Osnabruck 
Public Library. On arrival at the appointed time, I found the library
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doors locked : opening times are restricted to a few hours per 
day, because, as the librarian explained, much time was needed by 
the staff to deal with administrative work, with classification 
and cataloguing, with receiving visitors (reminiscent of my previous 
visits to German school libraries, in absentia discipulorum). The 
librarian was genuinely interested in my research field, confirmed 
that there are no parallel studies undertaken in Germany, and showed 
me several publications which he thought might be of interest to me.
Of these, "Lesen und soziale Herkunft" (="Reading and Social Background")
(Gerlach et al., 1976) is particularly relevant- some extracts, roughly
translated, may serve as examples:-
a) "The main reason for students not following their
teachers' recommendations of books is not
a) that books are too expensive;
b) that libraries do not stock them;
c) that there are too few libraries -
but that there is a discrepancy between the teacher's 
perspective and the students' own interests." (p.153)
b) "The best learning is achieved when the learning
objective concurs with students' own motivation/
interest. Thus students will be most receptive
to new input if this is seen as directly relevant
to their out-of-school life; it is best if no
conscious effort is required to bring the world
of literature closer to the students, ie. if
the students are already within that world." (pp.155-156)
c) "It must be remembered that reading is not the be-
all, end-all of education/pleasure. The value of 
reading lies in the possibility it affords to 
understand reality better and hence to alter 
one's own perspectives and actions in that 
reality." (p.178)
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The first extract strikes a familiar chord, corroborating findings 
in Britain. Extract (c) is a refreshing view (considering the 
context within which it was written) in that it clearly sees reading 
as a process, a step towards something else, not as an end in itself.
Extract (b) is particularly interesting : a clear statement of the 
importance of relevance not only within the school context but 
within the wider context of life itself. It is a dictum which I 
saw constantly applied in the various school settings I visited 
(see following pages).
To the public librarian, the students' use of the public library was 
one of the library's main raisons d'etre : his staff spend a large 
part of the 'open' hours helping children and students of all ages 
to find the resources they seek. Hence the staff are knowledgablë 
about school tasks and have a good rapport with the young people.
He showed me samples of the packages of materials devised for students 
and teachers. The students' packages, structured according to age/ 
school year, include detailed instructions on the organisation of the 
library resources and on how to use the different facilities offered 
by the library. The teachers' handbook contains suggestions on how 
to introduce young students to the public library : teachers prepare 
the children at school (on matters of classification schemes, the 
overall system of arrangements, the range of materials), so as to make 
it easier for the library staff to take over when the class actually 
arrives in the library for a first visit. Concepts like "threshold 
anxiety, especially for the lower social classes", are mentioned; 
the library catalogue, it is suggested, could be introduced like a 
mail catalogue (each listing all their 'goods' from which the buyer/ 
borrower can choose); suggestions and ideas on library organisation
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preferred by the children should be given proper consideration and 
discussion (eg. children's frequent suggestion that books should 
be shelved according to size, or even colour) : it is a document 
clearly spelling out what the function of the school teacher is 
(a) with regard to students' use of the public library, and (b) 
in relation to the functions of the library staff at the second 
stage. Each package contains, over and above such instructions, 
registration forms and (blank) borrowers' cards, so that students 
WÜ3-/ psychologically at least, already be much 'nearer' the actual 
library before they come there.
The introduction to the library itself is effected through a quiz 
on library organisation and use, which can only be answered through 
a search for, and location of, certain resources within the library, 
ie. it is not school-topic oriented; and there is, in the teachers' 
manual, the further suggestion that on their first guided visit to 
the public library, children must be allowed free time for their own 
enjoyment and exploration of the resources there, and must be 
encouraged to take out at least one book.
This emphasis on enjoyment in free time is also reflected in the 
various library guides designed by public libraries specifically 
for young children : bright and colourful, incorporating the use of 
cartoons and animal figures (which have also been used in British 
library guides for adults!). The example of the front page of 
one of these gives a flavour of the positive tone of the brochures.
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A translation of the text reads :
"Let’s meet in the Public Library ...
evervthing free!
... for browsing.
and listening to music
and playing
and doing homework
and meeting old friends
and making new friends !
Given this kind of positive orientation to young students in public 
libraries, it is perhaps understandable that the concept and 
realisation of school libraries is not easy to justify. Yet, however 
welcoming and prepared the public library may be, it is geographically 
removed from the school, with ensuing difficulties for some students 
and teachers - not only purely time- and distance-wise, but 
motivationally : the felt need to consult library resources must be 
great indeed before such 'hurdles' will be overcome. In this 
connection, it must be borne in mind that school children in Germany 
have to buy their own text-books and stationery : if they cannot 
afford to do so, they have to manage without, ie. their class 
participation will be minimal and their homework will suffer dramatically 
hence - they need the library : hence - a library within the school would 
be an enormous help.
From this brief description of the state of the aft of schools/libraries 
in a German educational context it will be clear that any straight 
comparison of the use of resources by students, teachers and librarians, 
of the perceptions of their various roles with those in Britain, is 
not possible. All such research is context'bound; and in my own 
investigations, I felt that I would have to try to see the various
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situations, hear the various views, against the backcloth of this 
German context, before attempting to compare such findings with 
those of British settings. This was no easy task because I could 
not 'clear' my mind of my British impressions. However, I tried, 
and felt that if in the final analysis any common strands could be 
found, these might be all the more illuminating.
As mentioned earlier, several school visits had been arranged for me, 
and in the following pages I shall describe my impressions of three 
in Osnabruck : G.l = a comprehensive school; G.2 = an independent
Roman Catholic grammar school; and G.3 = the zoo school.
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Comprehensive school : G.l
This particular school is considered one of the "show-places" of 
Osnabruck, educationally speaking - not so much for academic achievement 
as for its conceptual structure which combines a foundation course of 
two years (age 11/12) with subsequent branching, according to 
students' ability and ambition, into the three types of sets 
(Hauptschule, Realschule, Gymnasium), the last of which is similar 
to our A-level set. The school is situated in an outlying estate 
with a mainly working class population, and it has a large intake of 
Turkish children. In the school brochure, the aims and objectives 
are clearly stated : the school wants to -
a) give all students equal educational opportunities?
b) help to develop individuals1 abilities and respect 
their interests;
c) give students a comprehensive education as well as 
instruction in modern work-techniques ?
d) promote students' self-confidence and ability to 
mix socially?
e) promote a democratic way of life in the school?
f) promote in teachers and students a sense of 
enjoying the teaching and learning process at the 
school.
Assessment is continuous, through written tests and observation of 
oral participation. Oral work, in fact, is very highly rated through­
out German schools - eg. the xAbitur-examination is assessed on 60% 
oral, 40% written work.
I sat in on two different German lessons, and spoke to the Principal 
and the librarian. Both German lessons dealt with works by Brecht, 
and in both sessions several points were highlighted for me :
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1) the easy, animated discussion between teacher and 
students;
2) the seemingly well-prepared work by the students for 
the lesson;
3) the use of the "Protokoll" - one student undertaking
to take notes during the lesson, work on these and present them to 
the class during the next lesson - a custom I observed at all the 
schools I visited. By means of such Protokoll, (a) at least one 
student has to pay close attention during the lesson, (b) the 
other students will be expected to help formulate the written 
report for the subsequent lesson; (c) the teacher obtains easy feed­
back on whether the lesson has been understood, or, if not, which 
parts need consolidating; (d) by listening carefully, the teacher 
will perceive not only what has been learnt, but also how, ie. the 
students' interpretations of whatever learning material has been 
presented will become clear.
4) the constant referral by the teacher - and, indeed, students, 
too - of teaching material to relevant contemporary issues : a point 
mentioned earlier (see p.216) . An example is the linking of the 
historical context of "Mother Courage" with that of Hitler's regime, 
and continuing the theme of the 'little man' struggling against 
oppression right up to events today : the date of this particular 
lesson was 8 May and the newspapers covered this commemorative date 
(German defeat in 1945) fully. The teacher had brought copies of the 
local paper, distributed them and led a discussion on any parallels 
that might be drawn between happenings in the 30-Year War and those
in World War II.
5) the 'linking' of different subjects by the teacher, as 
already indicated in (4) : German literature with History -
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As "Mother Courage" deals with the 30-Year War, students were 
encouraged to check facts in their history books. The teacher 
asked for a volunteer to do this - no response. He offered the 
bait of "it might get you a few extra marks" - several takers. 
Furthermore, the teacher suggested that students might find some 
links between Brecht's 20th century ideas on democracy and 
Schiller's (late 18th century) : they had studied one of Schiller's 
plays earlier in the year.
The overall impression of the lesson was one of lively interaction 
between teacher and students, and among students themselves. Even 
the occasional "are we supposed to copy that from the blackboard?" 
seemed couched more in conversational tones than those of student- 
asking- teacher- for- instruction. Yet the teacher remained in control, 
he was still the implicitly acknowledged authority, formally and 
respectfully addressed.
Both German lessons (different ages, different teachers) gave me this 
impression of freedom of speech, of easy access to the teachers by 
the students, of learning a particular topic as seen within its 
wider field, not in isolation. And these impressions were corroborated 
by my observations in other schools.
My reaction to these impressions must be stated so as to put them 
into perspective : as mentioned earlier, I had to accommodate memories 
of my own early school-days in Germany with these new totally 
different impressions. I remembered the teacher sitting high-up on 
her pedestal, reigning supreme over her subdued pupils, whose word 
was law, who brooked no controversy. The image of an educational 
system where structure and strictness and punctuality and rules 
were all-important, had remained with me. But here was a strange
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combination of hierarchical structure and regulations (= established 
model), with seeming total freedom of expression and respect for 
students' views (= new model). It was a combination I found every­
where in German educational contexts.
I spoke to the Principal about this apparent contradiction. He 
explained that the students' increased freedom and the restoration 
of the former imbalance between teachers' power and students' 
submissiveness were a result of the students' revolts against 
authority in the late I960's. Since then,. it seems, an overall 
policy of paying greater attention to students' feelings and needs 
has been practised - a policy which lies uneasily within the old 
structure of hierarchy and the tenets of the old establishment, 
and which some of the older teachers find difficult to implement.
On reflection I began to understand better the emphasis put on 
contemporary issues in the classroom. By talking to students, both 
in their educational institutions and in the social context of the 
Students' Residence where I stayed, I gained the impression overall 
that students in Germany were far more keenly aware of the society 
in which we live, more interested in economic, social and political 
matters, than their counterparts in Britain. They were interested 
in British ways of life, and they were knowledgable about it - 
surely a reflection of the insularity of Britain where similar 
knowledge about European affairs is not much in evidence.
I have discussed these impressions at some length because it is clear 
that such perceptions by students and teachers in a learning 
environment must be reflected in their choice and use of learning 
resources - just as the impressions were, to me, a resource in 
themselves for my own further learning and understanding.
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I spoke earlier about the relationship between public libraries 
and schools, and, in the preceding pages, about the interaction 
between teachers and students. I have stressed the links between 
1 subjects', and between past and present, perceived by students 
and teachers. What about other resources? What about the library, 
from the school‘s point of view?
G.l has a large integral library, staffed by a number of assistants. 
I was shown the way, and was confronted by double-glass doors which 
bore a large poster with this legend :
A clear, unmistakable warning - without words -, forbidding students 
to bring bags, ink-wells and coats into the library, prohibiting them 
from drinking, smoking and eating there : hardly an invitation to 
explore the resources on offerI
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The room was spacious and well furnished. There was a corner 
with chess-tables; a display rack with comics ; and many, many 
well-filled book-shelves. The librarians were justly proud of 
the quantity of stock they hold, all catalogued, covered and subject- 
shelved. I opened a number of books, pulled out at random : none 
had been borrowed (according to the blank date-sheet) - with the 
exception of several well-thumbed books about Hitler, the Third 
Reich, and World War II. I was naturally interested to 
see their stock of English Literature (the first foreign language), 
and found, to my surprise, a complete edition of Virginia Woolf - 
unabridged, not annotated, in pristine condition : the librarian 
admitted that a former English teacher, a lover of Woolf's works, 
had insisted that the library should buy a complete set. And, she 
said, there were more examples of teachers' own choice of books 
filling the shelves - irrespective of students' needs or interests. 
Did she, the librarian, not exercise any control over stock-buying?
Oh no - the library staff had no jurisdiction over book-buying, 
they were merely there to look after the books and help students 
find what they wanted.
The library issues a number of library guides for the students, eg. 
one on the use of encyclopedias and dictionaries : a ten-page printed 
hand-out, in the form of a worksheet, to be completed by the students 
with the help of those specified reference books. There is 
frequent mention also of consulting 'ÿour nearest public library" .
I was told that the results of the exercise were good - but there 
was no follow-up to see whether a similar exercise, say, within a 
different context (eg. subject-dependent) would have equally good 
results.
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I could not resist pointing out the negative nature of the poster 
on the library door, and suggesting a second poster enumerating 
the activities you can do in the library : the librarian was 
startled - the impact of the poster had never occurred to her, she 
and her staff were so used to saying "don't" to the students (and 
the German "verboten" sounds much more imperious).
During my stay in Osnabruck I had read in the local newspaper of 
"proj e ct-weeks" organised at a number of schools. G.l was one of 
the schools participating in the scheme:
For one whole week during term-time, the entire school works on a 
number of topics, chosen by the students who work in groups (cross­
set and cross-year). During that week there are no other lessons - 
"Even the bell is ignored" as the newspaper put it (dent in structured 
order?). The objectives of such projects are for students -
1) to find out where to find out;
2) to obtain information from sources other than books;
3) to learn how to approach official bodies ;
4) to learn how to ask questions;
5) to learn how to cope when rebuffed;
6) to get to know other members of the mixed group 
and learn how to work together in groups;
7) to learn to adapt to out-of-school contexts.
As one Principal put it:
"It is less important whether the final product is 100% 
perfect than that the students are enthusiastic in working 
together on a topic which really interests them."
I looked at the list of topics for the 1983 projects undertaken by G.l. 
A selection may serve to emphasise my impression of the students' 
awareness of contemporary issues :-
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Selection of topics for projects 
Acid rain
Building and repairing an engine
Alternative energy
Pollution
Computer languages
Bicycle- and Moped techniques
From pollen to honey
From sheep to sweater
First Aid
French cuisine
Designing a classroom
Music - forming a band
Film - making a film
Planning a students' newspaper
Swimming and life-saving : preparing for Competence 
Certificate
Angling : preparing for Certificate
Mopeds : preparing for Driving Certificate
Sailing : preparing for Helmsman's Certificate
This list makes interesting reading because it identifies students' 
concerns, chosen by themselves, not dictated by others. Emphasis is 
clearly on (a) leisure activités, and (b) subjects demanding some form 
of further training and assessment, culminating in certification - 
'proof' of successful learning.
It is also clear from the list that the resources required for almost 
all the topics would have to be found outside the school context and, 
as the Principal stated, most of such resources would be non-book and
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would'involve a great deal of human interaction, both within the 
students' groups and with outsiders.
Such student-orientated learning tasks with relevant resource-use 
are in sharp contrast to school/teacher-orientated tasks and their 
resources : one of the show-pieces of G.l is their collection of 
science laboratory equipment - a large number of modern, expensive 
instruments, stored in glass show-cases like exhibits in a museum : 
and that is what they are - not used, but barred and bolted behind 
locked doors. There are two reasons for this non-use of enviable 
science resources : (1) fear of vandalism and (2) the impracticability 
of transporting the equipment from 'museum' to the classrooms. It 
was a case of equipping the purpose-built school 'properly' with 
all the 'right' resources in the laboratory (as in the library), with 
scant consideration of the actual use which might or might not be 
made of these facilities by students and teachers.
The fear of vandalism rested upon experience and was clearly visible 
through the lack of furniture (other than basic desks and chairs) in 
classrooms and corridors. No pictures, charts, posters on classroom 
walls; no chairs in corridors; constant locking of doors behind 
students on their way to and from various classrooms - but, on the 
other hand, well-furnished and comfortable staffrooms, complete with 
large indoor plants, armchairs, coffee percolators : the hierarchy 
was still in evidence - teachers on an elevated level, students down 
below. As suggested earlier, teachers are still perceived as 
authority, despite the new (to them) Socratic way of teaching, the 
seeming free and easy interaction. To me, as outsider, this 
contradiction was puzzling and confusing : my life experience in 
Britain had been one of slow progression within a context - possibly
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again, because of the country's insularity - which remains unruffled 
on the whole, changing gradually, not easily shaken to its 
foundations : in Germany, it seems, the old-established foundations 
have remained and are, as already suggested, in conflict with modern 
society and its demands.
That was the impression I gained from my observations and conversations 
in G.l. However, this was the first German school I visited. Would 
my feelings be corroborated by findings at other establishments?
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Independent R.C. Grammar School : G.2
In structure, atmosphere, academic ambitions this school was totally 
different from G.l. It is run by Franciscan monks, and about 90% of 
its teachers and students are Roman Catholic. Contrary to G.l, there 
is no noticeable foreign element among the students here; G.2 is 
located in the town centre, next to a Catholic church, and is attended 
by middle-class students. Many of the teachers are monks, some'are 
lay brethren. The atmosphere in the staff room is one of quiet 
activity and courteous interaction. Classrooms have pictures and 
posters, and - yes, there are chairs along the corridors: overall,
the impression of an up-market version of G.l.
My contact in this school was the biology teacher whom I had met 
previously and who had made the arrangements not only at the school 
but also at the zoo-school where she acts as instructor and guide.
She had devised a timetable for me which consisted of The Arts on 
one day, and Academic Subjects on the following day (her division!).
In all cases, the teachers had been informed of my visit and my research 
interests, and I was permitted to observe/take part in their lessons. 
This must be stressed in the context of G.2 which does not have many 
visitors, other than ecclesiastical - in contrast to G.l which, serving 
as 'example' of comprehensive schools, is accustomed to having outsiders 
looking in.
The two days I spent at G.2 were illuminating for me in several ways:
1) despite the seeming total contrast to G.l, there were 
several common threads :
a) the same Socratic teaching method of dialogue 
and lively discussion;
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b) the same referral of specific (curriculum) topics 
to the wider context of everyday life, by both 
teachers and students.
2) by an example of real human resource-use in the
classroom;
3) the provision of library resources and facilities in
G.2 as compared with those in G.l.
I shall describe these points briefly :
1) teaching methods and topicality : I joined several German
and History lessons, of different age groups. In each, I was struck
by the articulate way in which students expressed themselves, 
and the considerate and sympathetic way in which their views and ideas 
were received and discussed by the teachers. It seemed to me that 
through very skilful guiding, the teachers succeeded in letting the 
students carry the weight of the lessons. The students spoke freely, 
and the teachers coaxed even the most taciturn into contributing 
something to the discussion.
This is obviously a well-tried and tested method. I also witnessed 
an innovatory method (ie. new to German methodology) : group work in 
the classroom. And this was not successful - the students felt 
uncomfortable, they told me that they did not know what they were 
'supposed' to do, they were not used to working on a topic together, 
not used to sitting around small tables instead of facing the teacher 
at all times . Ægain, this conflict : freedom on one side, teacher- 
authority still needed on the other.
One German lesson dealt with the short story as a genre; another with 
the fairy tale as a symbol of good and evil. The core story (by Bloch) 
of the former lesson was about the relationship between a black man and
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a white man, with the black man representing the underdog, the 
oppressed. In the ensuing discussion, this idea was transferred to 
the contemporary situation in Germany of the Turkish guestworkers 
and the German inhabitants, of the unemployment suffered by many 
of the foreign workers and the comparative affluence of the German 
people.
The same referral of specific content to wider context was evident 
in the lesson on fairy tales : from Little Red Riding Hood and the 
Wolf to modern innocents at the mercy of evil men; from Hansel and 
Gretel and the Witch to kidnappers in today's society.
In both these German lessons, homework was set within this wider 
perspective : for the short story class, the given task was to 
choose another story in the anthology text-book and draw parallels 
with modern life; while the fairy-tale class had to write an essay 
on "any fairy tale figure you particularly like", from the view-point 
of imagining that figure in a reâl-life situation today.
Another example, from the History class (post A-level) : the teacher 
explained and discussed an 11th century edict, and then compared 
this with (a) modern literature (ie. style of document), and (b) a 
similar modern edict (ie. content of document). Furthermore, as this 
was a religious prounouncement, it led quite naturally to students 
and teachers discussing current religious topics (eg. the role of a 
modern Pope) as part of current history : once again - the extension 
of the particular to the general, of the past to the present, of the 
fictional to the factual.
2) human resource-use in the classroom : one of the "Arts" 
lessons arranged for me was Music (Sixth-form level). On the way to 
the music room, the young teacher told me that this lesson would take
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the form of the rehearsal of a composition played by the combined 
instrumentalists of that particular class. They had already practised 
the piece individually, but this was the first attempt at ensemble; 
furthermore, the players had had to adapt the piece to the particular 
instruments available.
When we entered the music room, some students were practising, while 
others were lining the walls : one had broken his wrist, another, 
being an organist, had no part to play in the chamber ensemble; 
and a third felt unequal to the task, having missed several lessons. 
(He was soon given the task of turning the pages).
The lesson began in what might be considered a predictable way : 
the teacher acted as conductor, the players assembled around him, 
and the initial cacophony of sound very gradually changed into a 
semblance of recognisable music. The teacher guided and encouraged 
continuously, and the one player who was audibly far below the 
standard of the others was given all the more encouragement by teacher 
and students.
But this 'predictable1 lesson soon changed : the student with his 
arm in a sling was asked to stand-in as conductor - after all, he 
needed only one arm for waving the baton. He came forward, somewhat 
diffidently, and for the next ten minutes was shown, during practice, 
how to conduct. The students teased him good-naturedly. Then the 
teacher quietly stepped back from the rostrum, and talked him through 
the next page of score from a distance. And while the students were 
totally engrossed and the student-conductor's confidence grew, the 
teacher tiptoed out of the room. Without any perceptible change, the 
student assumed full control over the conducting task and, through 
this task, over the players who, just as imperceptibly, accepted his
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leadership, his teacher-role without question. As the teacher 
told me later :
"In a subject like music-making, the teacher has 
to become superfluous, so that the entire teaching/ 
learning process is direct interaction between 
the music and the students. They will learn far 
more from one another through their own inter­
pretation than they would through me as a link."
It was, for me as onlooker, an example par excellence of the full use 
of human resources : the gradual visible shift from the position of 
teacher students, to students students, and the transformation
of one student from the role of passive observer through that of 
active learner to active controller - all within one double-lesson - 
were fascinating to watch. And they also confirmed my belief in the 
importance and potential of using, nay, exploiting to the full, the 
human resource.
The fact that the school library in G.2 has so far not been mentioned 
is not an oversight : it was simply not referred to by any of the 
teachers or students. In the German lessons, the students needed 
no books beyond the anthology of short stories, while in the other, it 
was taken for granted that students would find fairy tale books at 
home. Similarly, for any reference in class to current events, it 
was assumed that students had read the newspapers. Thus German was 
continually linked with social studies and politics, and History was 
linked with religious studies (perfectly acceptable in the church 
school). At this school, too, "Protokoll" was taken, and presented, 
in all the academic subjects. Again, this served as useful feedback 
to the teacher, and stimulated recall for the students.
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I asked the teacher about the school library : it was locked 
because the part-time librarian was away during the two days I was 
at the school, but I was given the key and taken to the room, up on 
the top floor. It was filled with stacks of books, neatly shelved, 
with shelf-labels (small) and notices (large) of "eating, drinking, 
smoking verboten". There was an overwhelming sense of non-use. As 
the library was officially locked, I had no opportunity to observe 
what use might be made of it by teachers and students, so I put the 
question to the biology teacher who is herself an avid reader, 
possessor of a large collection of books, and user of a vast variety 
of printed (and other) resources. She looked startled, confessed that 
in all her years at the school she had never used the library, had no 
idea of the biology stock, and, consequently, had never advised her 
students to look for material there : she provided (over and above 
the prescribed textbook) all her own resources, either written by 
herself of located among her own materials at home.
As I was unable to speak to the librarian, I read her article about the 
library in the Annual Report of the school. It mentions library 
induction courses; optional work in the equivalent of General Studies; 
the number of new acquisitions, particularly in the subjects of 
Education, Careers and junior reference books; the possibility for 
non-sporty students to work in the library, giving them the 
opportunity to learn about classification and cataloguing; the rule 
that any actual use of library materials during lessons can only 
take place during opening hours; and the plan to start a title- and 
keyword-catalogue as addition to the existing author- and classified 
catalogues. The article also contains a photograph showing two 
library assistants happily sorting catalogue cards against a back­
ground of filled bookshelves.
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There was no mention verbally or in the article of the library being 
used as a study-room, and it seemed that there was enough space 
elsewhere in the school for students to sit and work quietly.
The conclusion must be that as this school is so conveniently 
situated in the town centre, ie. near to a public library, the real * 
need for a school library may be questioned. Furthermore, the 
teachers' implicit assumption that the students come from homes 
where books are plentiful may be based on experience, and may, in 
their view, obviate the need for promoting school library resources.
In which case - why have them?
The preceding pages give an overview of my impressions of two very 
different schools - with several themes in common, as described.
The third educational institution I visited was very different again - 
and, this time, totally resource-based : the zoo.
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Osnabruck Zoo School : G.3
The suggestion that I might include the zoo school in my visits of 
German educational institutions came from the biology teacher at 
G.2, (= GTl)^  whom I had first met in her capacity as zoo guide/teacher 
on a previous visit to Osnabruck. Her enthusiasm for her work, her 
optimistic view of people's interest (latent or overt) in zoos and, 
in particular, of the enormous learning possibilities inherent in 
a zoo context, persuaded me that here I might find aspects of resource- 
use hitherto neglected in research on school-bound contexts : here 
was an example of extension of such limited contexts which might prove 
worth exploring.
It is this extension which I think is important to note : GT1 was 
known to school children as a biology teacher, ie. she was not seen 
as a staff member of the zoo, distant from school life : she acted 
as link between school and life outside, combining the perspectives of 
school teacher and zoo guide.
The zoo school must not be seen as a replica of a standard school *
True, it has a lecture theatre plus several small workshops : but the 
1 school1 is really the zoo itself - a large well-planned open space 
in which the various animals roam as freely as is practicable within 
each species' allocated area. The unusual aspect of the tuition at 
the zoo is that it is not confined to children reading the labels 
containing details of the animals' Latin names, habitat - and notices 
with instructions not to feed the animals : it is comprehensive 
education for all.
I joined one of the tours guided by GT1. This group consisted of a 
class of young children accompanied by their class teacher and by their 
mothers - the latter highly intrigued by the whole venture in which
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they could join their children in a "lesson" and witness the 
process of teaching and learning outside the school. The class 
teacher acted as intermediary between the children whom she knew, 
their mothers, some of whom she did not know, and GT1 whom she had not 
met previously.
The tour was led by GTl from one enclosure to another in a logical 
sequence. She talked continuously, interacted with the children by 
pointing, asking questions, leading on from the children's replies, 
by explaining the different animals' behaviour and comparing them 
with other species - and with humans. Her descriptions were peppered 
with anecdotes of past and present happenings at the zoo, and with 
those from general literature familiar to children and adults. On 
the way from one enclosure to the next, GTl pointed out different 
plants and trees in the zoo garden, explaining their significance 
for the various animals' natural habitat. Children were encouraged 
to feed some animals (GTl provided the food), discouraged from feeding 
others - always with an explanation for the action. Animals' 
maternal instincts were emphasised, as was their feeling of isolation 
if separated from mates - again, invariably set in the context of 
the children's own emotional experience ("How would you feel if you 
were left all alone in a house ...?")
The tour was an educational experience not only for the children and 
their parents but also for the class teacher who was actively taking 
part in the process of teaching and learning, being cast in the role 
of both teacher and learner.
But students, parents, and teachers were not the only participants : 
the zoo-keepers, too, had a part to play - again as teachers and 
learners : GTl had insisted on involving the animal experts in her
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work as they knew the animals at grass root levelf were aware of 
their likes and dislikes, their idiosyncratic behaviour. GTl 
encouraged them to use this expertise by suggesting how they might 
best present it to the students. She told me that she had, at first, 
met with much diffidence, with the concern that they, the keepers, 
would not be sufficiently articulate or confident to "teach" : 
she gave them books, she discussed possible ways of approaching the 
task, she invariably insisted that they should take part in the guided 
tours. They, in fact, had to become learners again in order to be 
teachers. Not only that : their expertise was highlighted, and their 
rapport with animals was extended to a direct rapport with zoo 
visitors. The children were delighted to be taken 'back-stage', to 
be shown by the keepers how the animal food is prepared, how the cages are 
kept clean, and thus obtained a new perspective of the role and work 
of zoo assistants.
The children's keen interest and enthusiasm were remarkable; and 
while they were at their height, they were led into the lecture 
theatre where GTl used their fresh impressions as a base for her 
'lesson', complete with visual aids, on some aspects of zoology : 
from practice to theory. Not only the children's attention was 
captured : the mothers, too, watched and listened with evident 
interest.
The resources used in this zoo tour were many and varied:
1) the animals;
2) botanical details of the zoo-garden;
3) the zoo keepers;
4) the off-stage sources of information;
5) GTl, classroom teacher, parents ;
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6) literature;
7) visual aids, booklets;
8) the entire event as a resource for further teaching
and learning in the classroom: GTl suggested to the
teacher how the visit might be used in subsequent
work (eg. compositions, drawings, diaries).
GTl told me that as she always receives thank-you letters from all 
the children (old-style courtesyI), the contents of these - usually 
stating what they had liked 'best' - were a resource for her in 
planning future tours; and that, overall, she felt that she invariably 
learnt from the reactions and questions of children, parents and 
teachers.
Apart from this observation of the enormous potential of practical 
resource use in a wide-ranging zoo tour for young children, I also 
had the opportunity to take part in a more focussed biology lesson 
at the zoo:
One of GTl's own classes from G.2 (a group of nine 13-year old girls) 
assembled in the gardens of the zoo. The girls had been given no 
prior information about the contents of this lesson which, it was now 
stated, would be about bees. This topic had been studied by the 
students a year earlier, and their recall was now tested by general 
questioning re different species, physiology, reproduction, etc. - 
with varying degress of correct answers. Next, GTl unpacked materials 
for clay-modelling. Each student was handed some clay, the necessary 
tools, and the instruction to model a bee — from memory. The results 
were a strange mixture of 4- and 6-legged creatures, with small and 
large heads, wings attached to various parts of the body, tiny and 
bulging eyes. Comparisons caused much hilarity and speculation as 
to a 'correct* version. GTl did not supply this information, but
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took the group to the bee-hives in the zoo, to see and observe 
the true version of bees. Furthermore, she handed out printed 
material about bees - factual (cuttings from biology journals), 
historical (eg. bee as symbol in ancient culture), artistic 
(pictures of bees in paintings and sculptures), musical ("Flight of 
the Bumblebee"). And then the students were told to put these materials 
aside, and again sculpt a bee from the clay. The results this time were 
an astounding close likeness to the 'real' bee - results which highly 
delighted both GTl and the students. As a final stage of the lesson, 
these improved bee-figures were put to good use : as the whole class 
was planning to design a model of a nativity scene for the School's Xmas 
celebration, GTl suggested that one part of the scene should be a 
bee-hive with individual bees clambering over it : she formed a lump 
of clay into a rounded shape, and the students stuck their bees on it : 
ie., they saw a proper end-use of their endeavours.
It was obvious that the students had not only enjoyed their lesson — 
they had learnt far more than mere facts about bees' physiology and 
feeding habits; they had made use of a variety of resources — zoo 
context, bee-hive, clay, pictures involving art, history, music, the 
teacher's knowledge, and their own memory, updated by new input. They 
had learnt from one another, they had the satisfaction of using 
practical skills, and they felt a sense of achievement in having a 
visible end-product.
The teacher-student relationship was at all times similar to that which 
I had noticed in other German contexts: seemingly relaxed and easy, 
animated discussions, constant encouragement by GTl - but she, as 
teacher, was still in control, still the figure of authority. The 
materials she had used were all from her own resources : she 
possesses many books on art and music, subscribes to journals; she
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constantly searches foir suitable / relevant printed, information and 
photographs; and she makes up her own materials from these. None of 
her resources came from the school library.
I was interested to find out how GTl's dual role of biology teacher 
at G.2 and zoo-guide/teacher was perceived by other teachers at G.2 - 
did others have similar schemes of extending learning beyond the 
school context? She confessed to some unease shown by her colleagues 
because (a) they felt that she was not teaching "proper" biology, 
ie. that "real" biology might be neglected, and (b) teachers of art, 
music, history etc. were afraid that she was encroaching on their 
* territories' : GT1 is a firm believer in linking subjects, in
presenting education as a whole, not as a number of separate subjects - 
but this view meets with some suspicion and opposition.
There is one other aspect of this subject-linking : GT1 simply 
expected her students to work with clay. The idea that perhaps one 
or two of them might not be able to produce anything resembling a 
bee was never voiced; nor was the fact that in the process of modelling 
it became quite clear that several students were not artistic : 
the modelling skills were merely used as a resource in the process 
towards a product in a different field.
My impressions of the zoo-school enhanced my belief that skilful 
resource-use can add greatly to the riches of teaching and learning; 
and, particularly, that such 'resources' are not limited in kind to 
the formats of books, journals, cassettes, for which funds are 
scarce, and which are stored in libraries or classroom cupboards ; 
that an imaginative mixture of different types of resources can 
produce extended learning, beyond the confines of curriculum-bound 
subjects; and that the teacher is the core resource. In this case.
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GTl's own knowledge and use of resources from other 'subjects’ acted 
as stimulus throughout the lesson, and helped to put zoo education 
into perspective - not as a separate topic, divorced from other 
subjects, but as part of a comprehensive education,
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Resource use fn Higher Education
While I was in Osnabruck, I took the opportunity to see the University 
Librarian : I was interested to find out how (if at all) students, 
lecturers and librarians worked together in the context of an academic 
library which - unlike school libraries - was quite separate from the 
public library.
My first impression was not one of collaboration, but rather a 
confirmation of the hierarchical structure within the * system'.
The University Librarian was not in evidence in the library : he and 
his administrative staff occupy a separate wing of the building, and 
appointments to see. him have to be effected through the usual formal 
channels. Similarly, the subject librarians are geographically (and 
hence psychologically) distant from the 'shop-floor' of the library, 
again approachable only through appointments. Perhaps this aloofness 
is a contributory factor to the gulf which, according to the librarian, 
exists between the library and the lecturing staff : the library is 
a service without its own voice, it merely carries out the dictates 
of the academic staff. There is little, if any, cooperation. Thus 
the lecturers decide which subject-books they wish to be on 'reserve' 
for their students, without consulting librarians. These book-sets 
are shelved separately, under the lecturer's name, with the result 
that students feel obliged to consult these particular resources and, 
according to the librarian, thereby usually by-pass all other books 
which might be of potential use/interest and which are displayed on 
the general shelves. Lecturers appear to pay no heed to (i) the fact 
that many students express their dislike of a number of these prescribed
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books ? and (ii) the librarian's plea that they might discard old, 
superseded books and order new updated specialised books on their 
particular subjects. The library thus acts as buffer, as a service 
trying to, but not always succeeding, to please (and appease) both 
teachers and taught. It is a situation all the more poignant because 
there is no shortage of book-funds, or library space : it appears to 
be a case of very low image of librarian in academia - despite the 
plush accommodation : a conflict between perceived elevated status 
and actual low role within the hierarchy. It was, to me, quite 
significant to observe the librarian's astonishment when I described 
the easy accessibility of the Librarian at Surrey University, whose 
office is in the main reception area, and whose door is usually open 
to enquirers.
I was shown (over and above the 'normal'range of books) an impressive 
array of indexes, abstracts, bibliographies, more suited perhaps, to 
needs of postgraduate researchers and librarians : and the card 
catalogues which are separated into two sequences according to date 
of accession (ie. one set of cards for old books, another for new 
acquisitions). This system was not pre-ordained but is an example 
of the staff not keeping up with the parallel tasks of accessioning 
new books and re-cataloguing old stock, according to the new 
cataloguing system introduced several years previously.
I asked several 'roving' library assistants for guidance on specific 
(but not recondite) topics : all declared that they were unable 
(= not competent) to help, their function was only filing cards/ 
shelving books/tidying newspapers, and I would have to enquire at the 
Information Desk : there was, perhaps not surprisingly, a very long 
queue.
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I asked about library induction courses : there are optional guided 
tours, and also optional study—skills courses which are run before 
the beginning of the first term - with very few volunteers.
It is evident from this brief description of the University Library 
that there are wide communication gaps between library, teachers and 
students ; that teachers appear to hold sway over both librarians and 
students in the choice and advocated use of books; that the library 
is perceived merely as a service, not as a potential source of 
advice, ie. its resource-usefulness is that of store-room materials 
only, with little regard to the human resourcefulness of the library 
staff; and that the students have no voice in suggesting or choosing 
resources which they might feel would suit them.
Conclusions
The university context is, thus, an extension of the school contexts 
I observed in Germany : despite an apparent easing of relationship 
between teacher and student in the classroom/lecture hall, in reality 
the teacher is still the overall authority, making the decisions.
This authority is firmly grounded in old traditions, one of which is 
that the library's function is to supply upon specific demand and 
serve, first and foremost, the teacher. And students, too, will still 
bow to the teachers' instructions. It may be significant that 'open 
access' to books, ie. individual choice of material from a seen 
display of the whole range of available books, was introduced in 
German libraries less than 20 years ago - and old customs die hard.
The reserved books for students are an example, I feel, not only of 
an expedient method for bringing students and 'sponsored' books 
together, but also of the persistence of the memory of 'closed 
access'.
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My research in the various German educational contexts left me with 
a number of impressions - some new, others reminiscent of my own 
school experience in Germany. The dichotomy between unchanged 
hierarchical structure and seeming greater freedom of speech and 
behaviour was fascinating yet, as stated earlier, these impressions 
needed a great deal of reflection before I could usefully 
incorporate them into a review of this study.
Such a review will be incorporated in the following pages which 
discuss findings from all the case studies (British and German), 
in the light of the original objectives.
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CHAPTER VI DISCUSSION
Introduction
At the beginning of this study ( see Chapter I ) I saw the entire 
research process involved as a continuum. Starting from the premise 
of experience, my research gradually - through reading, testing, 
hypothesising - focused in upon a variety of case studies. My 
perspective sharpened down to very specific contexts and was based 
on quotations from the data obtained. Having presented these 
individual case descriptions, I will now distance myself from them 
again so as to obtain a wider perspective, an overview. I will 
attempt to draw together the findings, and place them into the much 
larger context of teaching and learning : I will, in short, revisit 
my original aims and objectives, and re—address the original questions.
I also stated earlier that my perusal of literature was an ongoing 
activity. Here also, my perspective is different now. At the 
beginning, I read to find out whether my area of concern was shared 
by others, so as to guide me into its research, and what methodologies 
had been tried and tested by others, so that I might be able to 
select one suitable for myself. That process has continued, but its 
purpose now is to ascertain whether my own findings have been 
corroborated by others. If so, such corroboration would act as 
distinct encouragement towards future research and, more importantly, 
towards possible implementation of any practical suggestions that 
might be prompted through such present and past research findings.
According to Wall (.1966) ,
"Educational research is a field of yery small islands, 
with very little in the way of bridges between them.
The suggestion that workers should occasionally move
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beyond their own.terrain and communicate with others 
is one that is practically unrecognized.1
Cp.ll)
Wall's pessimistic view seems to be reflected within the much narrower 
bounds of my own research ; in the case studies presented, one of the 
points standing out clearly is that of non-communication, non-movement 
'beyond one's own terrain'. The seeming gap between teachers' and 
students' expectations ; communication between teachers and librarians; 
between library supply and demand; between Arts and Sciences, and 
individual curriculum subjects; between examiners' and teachers' 
demands ; between the riches of human resources available and the 
dearth of demands upon them .... has, I feel, been amply demonstrated 
in the preceding pages. Not that such gaps are totally unbridged - 
examples of collaboration between teachers and students, teachers 
and librarians have also been presented, and I think it is essential 
to concentrate on these so as to consider the factors that might 
lead to success.
Success in what? My original questions concerned role perceptions 
by teachers, librarians, students in the context of resource use, 
prompted by my own suspicion that available resources (material and 
human) were underused - which in turn led to the hypothesis that 
such available resources might not match up with real demand; and 
this led to further questioning, eg. the role and function of the 
school librarian. Can "success", then, be measured in terms of the 
volume of use made of resources, with the help of a pro-active 
librarian? Surely not ; at this point in my research, it was essential 
to step back even further from the minutiae of data and detailed 
findings [reminiscent of the Gosse anecdote [see pp.159-160) j to ask 
myself : where does this concern with resource use fit into the larger
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teaching-and-1earning context? What is the ultimate objective of 
education? This must be the acquisition of knowledge; and, as 
stated earlier (see p.169), while Stenhouse speaks of the "nature 
of knowledge", I have been more concerned with the "pursuit of 
knowledge", ie. the process leading towards the goal, a process in 
which resources play a vital part.
This goal of knowledge seems to have a variety of interpretations in 
the British educational system : that of achieving 'academic1 heights 
of A-levels and beyond; another of a more general level, considered 
suitable for less academic students. The intense concentration on 
three or four 'academic subjects' in the A-level context has been of 
concern to educationalists and government in Britain for a consider­
able time, as reflected, for instance, in efforts to widen the field 
of 'acceptable' subjects to include some which were formerly not 
considered suitable for A-level, and General Studies. However, as 
this study has illustrated. General Studies is not perceived by 
students as useful within the context of otherwise clearly defined 
'subjects', and teachers' ideas of thereby liberating the narrowness 
of academic subjects, extending the frontiers of knowledge, do not 
appear to be accepted.
The narrowness of subjects reflected in the narrowness of examinations 
leads to narrowness of resource needs and, hence, resource use. It 
is significant that in high-ability contexts, both British and German 
(Pilot Study 1, LASS (26), G.2), the school library's relevance is 
minimal : the biology teacher in G.2, who uses such a vast assortment 
of resources, never makes use of those in her own school library, nor 
does she suggest it to her students; and even in LASS (26), the 
librarian with a very positive approach to resource use spoke of 90%
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of the library stock being 'irrelevant' to the students' needs (see 
p.204 ) .
(19831 corroborates these findings very clearly ;
There is no direct relationship between the amount and 
type of library resource provision and the educational 
aims and objectives of the schools ... Library resource 
provision is, in practice, not vital to the efficient 
running of the curriculum. Head teachers consider the 
provision much more important to the learning process
than is actually the case Resources are underused,
their existence and potential as a source of learning 
not being appreciated by staff or pupils. Their 
development has not been in response to the requirements 
of the curriculum. This raises the question of whether 
the existence of library resources, other than fiction, 
is of value in schools where the emphasis is on formal 
organisation and teaching, rather than pupil-centred 
learning."
(p. 59)
Daniels' comment is not an isolated one; in fact, such has been the 
concern of librarians and educationalists about the non-alignment 
of library and curriculum demands in the school context, that the 
Library and Information Service Council (LISC) has recently published 
a document which deserves not only wide publicity but active im­
plementation. Its title — "School libraries: the foundations of the 
curriculum (1984) leaves no doubt as to the Council's orientation.
At last, it would seem, the shift from library user education to 
potential library use is taking effect. The Report suggests that
"... the school library has an essential and central
task in the school curriculum and __ library skills
are its foundation. This concept has been little 
discussed in the United Kingdom where, because libraries 
have been under-resourced, these arguments have tended to 
centre on the resource requirements of libraries rather
-  2 5 4  -
than on the concept of their role in the educational 
process. If it is accepted, as the report argues, that a 
school should have a whole school curriculum policy on 
information skills underlying all other aspects of 
curriculum planning, then underuse of school libraries 
would only occur if libraries were unable to meet users' 
needs."
(p.vi)
(on the assumption that such 'needs' will be identified!)
Publication of the Report gave rise to library group meetings, and 
there appear to be concerted efforts to put practical schemes into 
operation on a regional basis (ie. exchange of experiences and ideas, 
visits, regional surveys): perhaps a first stepping-stone towards 
regional Resource Centres (see p.273)? In view of the depressing 
state of school libraries at present, just reported (DES Report, 1985), 
now may be the right time to ask further probing questions about the 
effectiveness of libraries in their present structure, image and 
sense of purpose - to create an awareness of possible changes in 
attitude towards resource relevance and users' perspectives.
Daniels' views quoted above refer to school libraries, but they are 
similar to those of Cubbin (1980) in the context of Higher Education - 
confirming the suspicion that transition from dependence to independ­
ence is still an evolving process at that later stage. His comment 
is significant:
"(the) impression amongst librarians (is) that much of 
a library's stock is apparently being underused. But 
it is not being underused. The impression is false.
For any given purpose the stock is largely unusable."
(p. 8)
In his own experience :
"... 1490 out of the last 1500 essays which I have marked 
in recent years haye been based virtually exclusively on 
books and articles which I have recommended personally 
to students as their supervisor."
Cp.7)
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This begs several questions:
(11 on what criteria, and by whom, were the unused 
books on the shelves chosen?
(2) how well informed on current additions to the stock 
is the author?
(3) to what extent has he (i) liaised with the library
staff re selection of "usable" resources, and (ii)
encouraged his students to search independently?
In other words, the gulf between teachers, students and librarians, 
between supply and demand of resources, and the elusive acquisition 
of independence of mind1 seem as great in Higher Education as in the
school context. Lewis (1984), Sellen & Jirouch (1984) confirm these
extrapolations to the higher education context; Harrop & Harris (1984) , 
investigating the 1 information needs of undergraduates1, stress that 
the perceptions of such 'needs' by "sylbs" and "sylfs" (= syllabus- 
bound and syllabus-free students) seem to be as different at under­
graduate level as those at school level.
As described in my own research, schools providing a less formal 
education (Pilot Study 2, Case Study (2), G.l) have a different 
perspective of resource usefulness from that of A-level geared 
contexts ; their libraries have extended "resources" beyond the 
narrow confines of syllabus-dictated books and journals, and, in the 
examples of Pilot Study 2 and Case Study (2), the contribution of the 
librarian/resource officer as a further (human) resource is notable. 
Overall, the potential of the human resource is sadly underused — 
with the outstanding exceptions of Pilot Study 2, G.2 and G.3 : 
but pilot Study 2 (Countesthorps College) is in the context of a 
school which is regarded as 'way-out' in its concept of teaching and
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learning, and G.2 and G.3 .must be seen within their context of the 
German educational system and teaching methods (as.described in the 
Case Studies).
Yet the conviction that the human resource is all-important has been 
stated : Rogers (1967) described his ideal teacher thus;
1 (he would) use himself and his knowledge and experience 
as a resource ... He would want to let (the students) 
know of special experience and knowledge he has in the 
field, and to let them know they could call on this 
knowledge. Yet he would not want them to feel that 
they must use him in this way.
He would want them to know that his own way of thinking 
about the field, and of organizing it, was available 
to them ... Yet again he would want this to be perceived 
as an offer, which could as readily be refused as 
accepted.
He would want to make himself known as a resource— 
finder.
Thus whatever the resource he supplies ... he would 
feel that these were, and would hope they would be 
perceived as, offerings to be used if they were 
useful to the student. He would not feel them to 
be guides, or expectations, or commands, or 
impositions or requirements. He would offer him­
self, and all the other resources he could discover, 
for use."
(pp.288-289)
No-one would disagree with this aspiration; but reality shows up a 
number of problems as evidencedin my research findings ;
(1) in most school situations, students will not "use" their 
teachers in this way. They will not ask. As in LASS (see p . 173,201ff) where 
teachers and librarians assume that students will appeal to them for 
help, so in Case Study (1), where, when I suggested to students that
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they might ask the teacher for guidance, I received the cryptic reply -
"you must be joking."
(2) Rogers assumes that the teacher is au fait with available
resources and able to guide students towards them. This, again, is 
wishful thinking in many respects : in the 1 academic1 settings, the 
message was that the set books were, in many cases, sufficient material 
to achieve the objective of passing the examination (ie. restricted 
knowledge - not necessarily the same as attaining a good education); 
furthermore, librarians have frequently stated that as teachers do 
not often come into the libraries, they (the teachers) do not know 
what is available, and, consequently, cannot recommend such resources 
to the students.
This leads to the question why teachers use the libraries so rarely. 
There seem to be two reasons :
(1) in their own teacher-training courses they were not made 
aware of the potential usefulness of libraries and of their own 
potential role in promoting these?
(2) the image of the librarian is, generally speaking, not 
a positive one and can often act as deterrent to using the library 
and, more often, to asking the librarian for guidance. Both points 
are important and warrant more extended discussion :
Training of teachers
Again, it is not a new revelation that teachers receive very little 
(if indeed, any) training in library use and library exploitation in 
their teacher-training courses. The significance of this omission 
is described by Saunders (1980) ;
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"... the attitudes of teachers reflect the attitudes 
of the institutions which train them. If little or 
no attention is paid in the college of education 
curriculum to the role of the school library or to 
information matters, then small wonder that teachers 
themselves perpetuate those attitudes when they go 
out into the schools."
(p. 398)
Saunders speaks as librarian; but a similar view is also voiced by a 
Professor of Education (Sheppard, 1982). He feels that surely -
• * * not too much to ask that teachers graduating
with education degrees be able to use books, 
periodicals and other materials in school libraries 
in a competent manner."
(p.352)
Inaction leads to self—perpetuation of the old. From the results of 
9- recent survey it was clear that many teacher training institutions
"assumed from previous experience that the level of 
knowledge about library use would be low or non­
existent, even in teachers on in-service courses."
(Hanson, 1984, p.lO>
and in the same survey across a number of colleges, it was found that
"only two institutions mentioned the aim of trying to 
generate in the students an attitude which makes them 
turn to the library when they need help."
(ibid, p.7)
It may be apposite here to look at the German context where school 
libraries hold not only resources considered suitable for students but 
also those for teachers, ie. books on educational theory, psychology, 
teachers' handbooks on specific subjects etc. The teachers’ books 
are not separate but intermingle with the ordinary stock chosen for 
students use. The result is that (a) teachers go into the library, in
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search of 1 their1 books but (in theory, at least) exposed also to the 
general collection; (b) similarly, students are at liberty to 
look at the teachers' books (although, in fact, according to the 
librarians, not many do) .
Such integration of resources reflects the integrated teaching methods 
which touch on subjects outside the narrow descriptors, on school/ 
outside world links, and in the whole-school projects, as described 
in the German Case Studies. Conversely, the lack of such integration 
in our own libraries is a reflection of, for instance in Case Study 
(1) , the separation of the Sixth form library from the general 
library (lamented by T1 - see p.loS ), which 'blocks' students' use 
of one or the other, and further emphasises the separateness of 
individual 'subjects'.
Yet, surely, the library is the very place to effect integration; 
as stated earlier (pjl40), the librarians, standing at a distance 
from strictly subject-centred concerns, observe students as whole 
individuals, not only as History/English Literature devotees (cf T2's 
declaration I am History"), and are thus able to act as integrating 
agent. And, indeed, some do - as in Pilot Study 2 (see p.43 ) and 
Case Study (2) (see p.133). But is it a coincidence that in both 
cases the full-time librarian/resource officer is also a qualified 
teacher - ie. someone who is trained to act with authority, to 
control and guide students, and who is perceived as an equal 
among the teaching staff? We saw (Ln LASS) the uncertainty of 'pure' 
librarians concerning their status in the school, their unease in 
exercising control and in assuming an authority that might not be 
perceived as justified. This uncertainty on status has much to do 
with
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Image and Training of Librarians
From the various references throughout this study to perceptions of 
the image and role of the librarian in the eyes of teachers and 
students it will be evident that such image is decidely negative.
This comes as no surprise : it is a fact that
"librarians' traditional image is about as substantial, 
dynamic, and exciting as a pinch of dust."
(Slater 1984, p.10)
and that
"the words 'library' and 'librarian' are instant
turn-offs ... the title 'librarian' is rapidly
coming to stand for much that is dry, dusty, x 
old-fashioned and clerical."
(Sellen 1980)
Much has been written in the professional literature by educationalists 
and librarians themselves about this negative impression of librarians, 
and entire literature reviews on this theme have been published
(eg. Dohmer 1984). The topic has been highlighted in fiction (Amis
1955; Braine 1964; Larkin 1974 - (all librarians/authorsI)j Orwell
1962) ; and, indeed, librarians are fully aware of this image, as, 
for example, one quotes a young customer in her own school library:
"I wouldn't say you were an ordinary librarian 
'cos you're not miserable enough and you don't 
mind kids getting near your books."
(note the possessive 'your' books)
(quoted in SLG News 7, 1983, p.6)
In fact, it has been stated so often that a dramatic change towards 
a more positive, outgoing manner is essential, that the almost total 
lack of such change to date is not only depressing but puzzling : 
if & weakness has been diagnosed and confirmed many times over a
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long period, we must ask ourselves why no change has been effected.
The weak image pervades not only academic contexts ; and, as the need 
and consequent search for information/resources is a lifelong (ie. not 
school-bound) activity, I feel it is important to extrapolatethis 
theme beyond the confines of my research study. Slater (1984) quotes 
from impressions in industry :
"Boring old woman, wearing out-dated clothes, telling 
people to be quiet"
"Wish to be helpful, but pedantic and unimaginative.
Require too much precise instruction in searches etc."
"Rather intimidating to user unfamiliar with the 
particular library and its organisation. Tendency to 
make one feel inadequate and stupid and reluctant 
to keep on asking for help." (my emphasis)
" ... (most are like) Attila the Hun."
(Slater 1984, p.114)
It would seem that librarians are seen as unapproachable, either
because they lack 1 substance1 or because they appear to be
"standing all too often on their pedestal of 
'professionalism'".
(Hoy 1984, p.473)
The image, thus, of professional but ineffectual persons : the more 
'professional' (in the sense of knowledge about library techniques), 
the more aloof, it would seem, from effective collaboration with 
potsntial users of their" resources. The words 'professional' and 
'ineffectual' are pointers to what I see as the main reasons for the 
negative image portrayed :
(a) type of person wishing to be librarian;
(b) method of training.
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(a) Librarian Type
As recently as 1973, it was suggested that many aspiring librarians 
see librarianship as a
"... safe bureaucratic profession divorced from a 
confused outside world, in which order, certainty 
and correctness are prime values. This image attracts 
to the job staff who are not necessarily able to 
appreciate the un-catalogueable diversity of life 
outside the library."
(Dawes, 1973)
Theirs is the library reality of
hushed atmosphere and the status—management props 
like desks, fines and red tape"
(ibid)
- reminiscent of Boggart's description :
"The reading rooms themselves have a syringed and 
workhouse air - with their insistent notices 
all prohibitive and most imperative."
(1957, pp.69-70)
Hoggart commented thus in 1957 : alas - in my own findings (Pilot Study 
1 (warning notice); G.l (pictorial poster); and G.2 (notices in unused 
room)) such 'prohibitive and imperative' notices still abound, 
emphasising that aloofness, deeping the gulf between 'custodian' 
and consumer.
Dawes' description above fits some of the students in my survey who 
volunteered to help in the library : the "non-sporty" students 
mentioned by the G.2 librarian in her article; and those who are not 
particularly extrovert (Case Study (2) ) seem to be seen as typical 
librarians : again - perpetuation of established image. I can
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corroborate this from my own experience as career-counsellor in 
the Pilot Study 1 school, where timid, anxious, pale girls were 
firmly pushed along by their mothers who insisted that their 
daughters wished to be librarians "because they like books". It is 
not surprising that such timid professionals can act as deterrent to 
potential users.
(b) Library Training
The lack of library-directed awareness in teacher training has been 
discussed. It seems evident that there is similar lack of teaching- 
awareness in library training. Again, this has been stated before 
now - with apparently little effect to date:
"Librarians have not, by and large, received formal 
training in teaching and would clearly benefit 
from it, the benefits transferring to their students 
in due course. Systematic training of this kind - 
including the methodology of educational research - 
should be available for all young librarians."
(Crossley & Clews, 1974, p.17)
The gap between teachers without library awareness and librarians 
without awareness of teaching-process was evident in the Case Studies 
I undertook, both in Britain and Germany. It is significant that in 
the contexts where there was some 'blurring' of the boundaries 
(eg. Case Study (3)), the effect on library use was significant (in 
that specific context, the link with the Univers.ity library) . It is 
also interesting to note the handing-over from teacher to librarian 
at the door of the public library in the German context : there it “■ 
is an organised transition, something that is missing in the 
institutions, where the library is an integral part (G.l Osnabruck 
University). It is clearly the perceived status of teacher and 
librarian that makes for separateness — each afraid of losing autonomy.
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In the case of school librarians, such status is not clear, as 
evidenced by librarians in LASS (14 ) who felt unsure about their 
position. In fact, the ambivalent status has been called an
"enigma within the education set-up : she 
(= school librarian) is a professional, but 
not a teacher, so what is she?"
(LA Record 1980, p.333)
It is significant that in those Case Studies where the librarian was 
also a teacher, the impact as effective communicator between teachers, 
students and resources was infinitely greater than in the other 
cases. Line (1983a) suggests that librarians must have
"the capacity to ask fundamental questions : what 
are libraries for? And, are libraries really 
necessary at all?"
(p. 27)
In my context, too, the next logical step in my argument must be to 
question the necessity of professionaly qualified librarians in 
schools, as long as training for such qualifications continues to 
concentrate on techniques and to ignore skills of communication with 
students and teachers and an overall empathy with, and understanding 
of, enquirers' concerns (McMurdo 1980). what librarians need is 
an equivalent of doctors' bedside manner - ie. the skill of 
establishing rapport. Teachers in many schools have 'come down' 
from their pedestals to mix with their students (Pilot Study 2,
Case Study (3) (French Workshop and in university library), G.2 
(music lesson) and G.3 (zoo context) ) ; librarians can do so equally 
successfully (as in Case Study (2)), if they feel sufficiently secure 
in their status, and if their training has emphasised the importance 
of working with teachers and students, not separately. Perhaps
—  2 6 5  —
librarians need sensitivity training, as suggested by Awaritefe 
(1984); perhaps a greater awareness of the thoùght-processes involved 
m  articulating and understanding resource-quests, as described in 
Neill's "The reference process and the philosophy of Karl Popper" 
(1984) ... There is no lack of serious research into librarians' 
potential effectiveness - but until research and training result 
in good practice (good = collaboration with users) father than good 
professionalism (good = theoretical knowledge) alone, the afore- 
mentioned aloofness is likely to persist.
I have discussed teacher training and library training. The third 
part of my original triangle, the students, also require training 
to enable them to benefit fully from resource potential.
Training of Students
The topic of study skills has frequently been mentioned in the Case 
Studies - usually expressed as a need that should be addressed, - 
but by whom? When? Where? If study skills include library skills, 
it may be that we are again confronted by the teacher-versus-librarian 
situation - rather than teacher-cum-librarian. Librarians have 
suggested (LASS (26)) that class tasks should be set geared to 
available library resources; others (Germany - public library and in 
G.l) devise specific information retrieval tasks within 
the library context. The scheme to introduce information skills 
across the curriculum has been mentioned (Brake 1980), as has the 
subsequent account acknowledging that the experiment was not a 
success (Norris » Sanger 1984). In that case, the innovation came 
too suddenly, the students were not prepared because they had had 
no prior experience in asking themselves specific questions which 
might lead to specific resource-use in order to find the answers.
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From my own studies it seems clear that library induction courses, 
quizzes in the school library etc. will not be effective in vacuo, 
ie. without an immediate specific task to which such information- 
searches can be applied. The crux of the matter is perceived need.
If, in the present structure of our formal education system, the 
examiners do not demand evidence of resource use (beyond set books), 
teachers will not feel that there is a need for such; and if, 
consequently, teachers will not make demands upon students to show 
evidence of extended resource use (eg. by requesting bibliographies 
or stipulating, say, a basic number/variety of resources to be tapped 
for specific tasks), then students are unlikely to initiate a search 
for, and retrieval of, resources beyond the essential minimum.
But the above deals only with material resources. The underuse of the 
human resources of librarian and teacher has already been discussed; 
that of the student as a resource must also be emphasised. My 
description of Countesthorpe and quotations from literature about 
Countesthorpe showed clearly the importance attached in that context 
to the student. In Case Study G.2 (music lesson) and G.3 (zoo), the 
resourcefulness of students was openly exploited, while in Case 
Studies (2) (English Literature; Geography projects) and (3) (French 
projects) this was elicited through questioning. Taylor (1972) neatly 
sums up the significance of resources :
"... although convenience may dictate that a learning 
environment should consist substantially of books and 
other materials, the objects in it can be diverse and
certainly include children and adults, specific events
2
and happenings, as well as timeless materials. What 
matters is the learner's relationship to them - whether 
the (student) is normally cast in the active or the
-  2 6 7  -
passive role, whether, with due guidance, he can 
move independently or is constantly led among his 
resources for learning, whether in general he goes 
to them or they come at him. "
(Taylor, 1972, p.172)
^ = my emphasis 
2
= author's emphasis
Taylor's comments lead to two further points for discussion :
(1) use of prior experience as a resource;
(2) transition from dependence to independence with the help 
of resources.
Relevance of Prior Experience
The importance of recognising and exploiting the experience of 'events* 
and happenings within and outside the school context as resources for 
Is^rning has been highlighted across the Case Studies. It seems clear 
that this ' resource' is still, in most of the settings I  investigated, 
sadlY underused, especially in the more formal academic contexts where 
the subject-textbook is the dominant resource. Yet, in Case Study 
2(a) (English Literature), the elicitation of students' own views 
and encouragement to accommodate these with their 'formal' knowledge 
of Jane Austen and "Mansfield Park", proved a valuable addition to 
students' and teachers' learning; and in the two project studies 
(Case Study (2b) - Geography and Case Study (3) - French), students' 
prior experience was seen to be a dominant influence on their choice of 
and research into a topic. Similarly, in the Feeder school (Pilot 
Study 2) , work in and out of the library showed the important part 
played by the students' own experience in the way they undertook their 
tasks.
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Recognition and use of the resource of experience adds a richness 
to teaching and learning which acquisition of 1 formal1 knowledge 
alone cannot hope to achieve : each learner's experience is unique, 
different, and it leads to a different interpretation of narrow 
subject-bound topics. Pope (1982) suggests -
"As a matter of classroom policy, differences 
between the learner's personal meanings and 
formal knowledge could be dealt with in open 
forum where both are valued for what they are - 
ie., constructive alternative ways of seeing 
the world."
(p.12)
And Novak (1977), quoting Ausubel, extends this to -
"Meaningful learning occurs when new information 
is linked with existing concepts ... the same 
new material can be learned very meaningfully 
by one person and almost by rote by another."
(p.25-26)
(author's emphasis)
(ie. by implication, the rote learner lacks that specific prior 
experience necessary for assimilating a new concept).
Pope's comments reflect the views of Mason (1981), a County Inspector 
for English who, writing about A-level English Literature, feels that -
"They (the teachers) undoubtedly see themselves more 
as the transmitters of judgment, taste and opinion, 
than adults whose first priority could be to elicit 
their students' judgment and opinion ... There is 
very little negotiation between pupils and teacher 
... about the significance or meaning of a book 
... The traffic is almost all one-way. So much so, 
indeed, that far from cultivating the independence
—  2 6 9  —
of judgment such teachers would claim for their 
students, they are more likely to be systematically 
destroying it."
(my emphasis)
From Present to Future
But how is 'independence of (students') judgment' assessed by A-level 
examiners? Every teacher of A-level subjects throughout my British 
Case Studies spoke of the 'stranglehold' of examinations, the 'strait­
jacket' which constricts not only teachers' teaching but also students' 
perception of 'subject* bounds and, consequently, potential resource 
usefulness. The examination has assumed an importance which acts as 
great divide between students of 'more' and 'less' academic ability in 
Britain, and in its present form cannot always be regarded as a useful 
link from school to the world outside.
Thus, library resources held in many academic school contexts (eg. Pilot 
Study 1, Case Study (1), G.2, LASS (26)) may be deemed unnecessary, 
and are certainly underused (or unusable ?) , while resources stocked 
in wider-ranging settings (eg. Case Study (2), Pilot Study 2, G.l) 
are also of wider-ranging topicality. It seems clear to me that as 
long as teachers speak of "spoonfeeding" their students, of "dragging 
them to the water" (of libraries) — and then, not surprisingly, 
finding the students "regurgitating" their own pronouncements and 
excerpts from books advocated by them - we cannot speak of 'independence 
of mind'. If by 'pursuit of knowledge* we mean passing specific 
academic examinations, the potential use of library resources will 
be severely limited; if we mean acquiring life skills, then we must 
look beyond 'set' books on shelves and involve other resources.
The irony is that, in my research findings, 'other resources' were 
extensively used in tasks not considered to be of high academic
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value, le. projects. These were spoken of dismissively as only 
suitable for 1lower ability', tackled in the lower forms ; they are 
associated with CEE, and are often regarded as 'superficial', 
'half-baked' pieces of work. From my own experience of Case Study 
2(b) and Case Study (3), I question the assumption that "spoonfed", 
"regurgitated" knowledge of several very specific topics is 
necessarily any less superficial or half-baked than topics which 
have been chosen by the students, on which they have worked 
individually and independently, at their own pace and within their 
own capability, and for which they may have selected and used a vast 
array of topical, wordly resources. Projects are tasks which can 
form the link between school and beyond and which could, with 
sensitive guidance, direct students towards exploiting their own 
inner resources together with those outside; and they can also con­
tribute to the teachers' fund of knowledge, thus loosening students' 
dependence on teachers by reversing the roles, as suggested by the 
Countesthorpe teacher (see p.37 ).
Such linking of school with 'outside' is practised in the German 
schools I visited, as described in the German Case Studies - not 
necessarily by physically going outside (except during Project Week), 
but by relating the specific, context- and time-bound topic to a 
more general contemporary setting. The result is (a) topical 
relevance, and (b) greater appreciation of the specific theme within 
its own context : the resource of the past has been brought forward 
to be accommodated within the present: and the present, in turn, 
will illuminate the past.
The integration in German teaching of past with present, specific 
with general, encompasses also the integration of separate 'subjects', 
as illustrated (see pp.224 ff) . in Britain, it is again the
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dominance of subject—examinations which will perpetuate the ongoing 
debate about Arts versus Sciences, the humanist versus the scientist 
(Foskett 1964), the comparison of resources needed for one or the 
other (Kuhn 1970). In the Case Studies described, it was evident 
that not only teachers but also students' perceive the gulf between 
Disciplines — a gulf often widened by strict subject segregation 
of resources in libraries where students' non—use of the catalogues 
which in theory might enable them to effect 'links', prevents such 
potential bridging. The greater such segregation, the greater also 
the prospect of tunnel vision, and the greater the shock of 
experiencing life after school - ie. life in toto, not in parts.
Our endeavours in the pursuit of knowledge at school must surely be 
extended to knowledge for life, part of which is our own knowledge 
Iff©/ and part of which is made up of the fragments absorbed 
<^ur-^-n9 school. These ingredients are the basic resources with which 
to forge suitable links with new experiences.
encouraging to see that schemes like the Schools/Industry Links 
and the TVEI projects are beginning to build bridges. In time, it 
may be possible to bring innovation from outside into the schools.
Just as I, during my research, effected some tiny change in the 
teaching and learning process and acted as 'change agent' in teachers', 
students' and librarians' perceptions of resources and resource 
usefulness, so other 'new' ideas may be introduced through catalysts 
from outside.
However, it has been proved in the past, as mentioned earlier (see p. 176 )
that sudden innovation can be counterproductive. As Taylor (1972)
says.
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"(The) tendency of teachers to contaminate bright 
new plans with inappropriate old attitudes is the 
cause of dismay and derogation among educational 
administrators and innovators. In fact, any change 
intended as more than a seven days' wonder must 
begin by fitting established habits and fulfilling 
accepted purposes."
(p.249)
2teahouse (1975) puts this sympathetically :
"Most innovation changes both subject content and
method. As innovators teachers are asked to take
on, initially at least, the burdens of 
incompetence."
(p.169)
One example of innovation in a school which has affected teachers, 
students and librarian is given by Herring (1984) in his description
°f the introduction of a new resource in the library — a microcomputer : —
"... One aspect of MISLIP (Microcomputer in the School 
Library Project) that has been particularly interesting 
... is that the microcomputer IN ITSELF is a focus of
teachers' attention and they are more likely to be
interested in information skills and wider use of 
resources where a computer is involved __"
(p.22)
Teachers, it seems, felt under pressure to be seen using the new 
technology, and this (if nothing else) prompted them to come into the 
-Lfkrary. Furthermore, the actual manipulation of the computer 
involved all three parties (teacher, students and librarian) in a 
9-i-ven task, by contributing their own keywords. The task concerned 
was project work.
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Such active, productive use of new technology installed in the school 
library might help to update the image of a library from that of 
dusty, silent sanctum to that of animated resource centre; and if 
the librarian can be trained accordingly - not only to use the 
computer herself but to do so jointly with students and teacher, 
this might go some way towards improving her image, too.
Any development of school libraries into resource centres involves 
not only a changed perspective but also additional finance. It 
would be totally unrealistic to propose the establishment of such 
centres at all schools - with the idea of widening and integrating 
'subjects' so as to ease the transition to the outside world. But 
just as there are Teachers' Centres in various localities which act 
as focal points for teachers within those areas, so perhaps the idea 
of shared local Resource Centres for the use of teachers and students, 
youth training officers etc., under the guidance of suitably trained 
resource officers could be considered. The potential value for 
overall teaching and learning from material resources; interaction 
of students and teachers; possible combined project work; integrated 
resources for different but linked subjects; ^study/information skills 
sessions; preparation for, and feedback from school outings 
would be inestimable. The role of the resource officer would not be 
in conflict with that of teachers at individual schools. Resources 
hitherto little used in one school library may well find users from 
elsewhere. 'Unusable1 books, filling shelves and creating a good 
impression on school governors (p.199) could be weeded out without 
affecting the prestige of individual schools : all in all, resources, 
so diverse, would be used as and when considered relevant by potential 
users.
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Perhaps this is futuristic : and of course progress and development 
will be slow. But I feel strongly that on the basis of findings 
from my own research which in itself confirms and corroborates so 
much of other researchers' findings, we - educationalists and 
ükr'9-Z'icins — must change our perspective of the much—lamented under­
use of resources in schools. We must accept that financial 
restrictions alone cannot be blamed, nor, simply, students' seeming 
unwillingness to use resources beyond prescribed texts. The gap in 
communication between teachers, students and librarians must be 
narrowed by suitable training towards understanding; and the 
students - objects of all our endeavours - must be part of this , 
communication. Their views must be elicited to enable us to build 
upon them in our teaching; their life experience, albeit shorter 
than ours, must be respected as a most valuable resource. The 
current British educational system with its insistence on specialised 
pockets of 'subject' knowledge, assessed by virtually unchanged 
examinations, needs updating to ease our students' transition to a 
very different world from that experienced by past educators, and used 
bY them as educational models. The word 'resources' has for too 
long meant material goods only. An extension and opening-up of the 
term, and a fresh look at its potential value, may be a promising 
first step towards progress.
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CHAPTER VII CONCLUSION
In the Discussion Chapter I revisited my data 1 from a distance1 
so as to obtain a comprehensive overview of my findings, to gather 
together the separate but "closely-linked strands of enquiry" with
I began my research. And I have attempted to identify several 
main points of concern -
"not as a separate body of information, a one-off
piece of research, but as an integral part of the
teaching and learning world within which we live 
and function "
- to recapitulate my Introduction.
I have also described my own search for, and use of, resources for 
this study, and traced my own development and progress as a 
researcher and learner. By giving "voice" to my thoughts, doubts and 
tentative hypotheses (especially as parenthesised in the Pilot
Studies), such progress has been charted throughout, albeit as under­
current only. I feel it warrants some elaboration.
Any long-term research must affect the researcher in some way - over 
and above the contextual acquisition of knowledge - whether at a 
surface1 or a 1deep1 level. In my case the effect has been profound. 
I have learnt more in the last five years than over many, many years 
before the start of the research; and I am convinced that future 
learning, based upon the experience gained over .this period, will 
provide the continuum of which I spoke at the beginning.
-  2 7 6  -
Such additional learning has been twofold :
(1) objective - research techniques ?
(2) subjective - personal development.
Research Techniques
My experience of actually practising the research methodology which 
I described in theory (Chapter IV ) was valuable per se : I found 
that I had to adapt theoretical considerations according to 
practicability; discard some, try others. As described, the original 
intention of using case studies based on observation and interviews 
throughout (except LASS) had to be moulded and changed according to 
each situation. My active participation in several school settings, 
tor example, had not been planned — it happened ; the conflicts in my 
feelings about the German contexts had to be experienced and 
assimilated in situ; and my study of the LASS data proved more 
difficult in the final analysis than anticipated - difficult, that is, 
when considered and evaluated alongside primary research. With 
hindsight, I can appreciate that Stenhouse, himself a historian, 
regarded the LASS records as historical documents, analysis of which,
I think, is quite different from that of primary research data. The 
disadvantages of the lack of visual, oral and aural factors, although 
anticipated in theory, were highlighted for me only when I began to 
look at my findings in toto : inevitably, my memories of self­
experienced happenings and events, of colour and sound, were infinitely 
sharper than any memory of purely written documentation, however many 
times I revisited such documentation=
-  2 7 7  -
Yet the LASS records have a richness which should and could be 
utilised extensively by researchers, not only for their contextual 
variety, but also for experimentation with different techniques 
of data analysis : as mentioned earlier, the different interviewing 
methods employed are in themselves worthy of analysis; and the 
infinite number of separate (and linked) topics discussed - whether 
in depth or cursorily - should attract a number of researchers, 
Particularly, perhaps, Kellyan alternative constructivists•
I feel, too, that the comparative research I undertook in the 
German case studies might be followed by similar work in other 
countries. A different perspective of our own British educational 
system, our problems and attempts at solutions, will, when seen from 
afar, from a totally different context, be of benefit to both parties - 
if such perspective is gained through actual experience. And such 
studies will certainly be of immense value to the researchers - 
again, for the intrinsic contextual findings and as a technique.
Personal development
it- is difficult to stand outside oneself to assess one's own develop­
ment. In my case, recognition of such development was slow : for a 
long time, I did not realise that my doubts, changing hypotheses, my 
diffidence in trying new methods, my successes and failures, all 
added to my own learning and development. At first I found it 
difficult to express my thoughts on paper. Yet I pondered and 
discussed at length; I observed and listened more acutely than I 
had done in the past; I 'heard' different messages and 'saw' new 
pictures in familiar contexts : without being aware of it, I was.
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in fact, continuously learning and mentally storing new impressions 
and discoveries. Perhaps I only realised this when, in my final 
writing-up, I found, like Graham Greene (1981) that -
"so much in writing depends on the superficiality 
of one's days. One may be preoccupied with shopping 
and income tax returns and chance conversations, 
but the stream of the unconscious continues to flow 
undisturbed, solving problems, planning ahead ; one 
sits down sterile and dispirited at the desk, and 
suddenly the words come as though from the air : 
the situations that seemed blocked in a hopeless 
impasse move forward : the work has been done while 
one slept or shopped or talked with friends."
(p.16)
My particular piece of work "has been done" and is absorbed as part 
of my lifelong continuum which does not stop here : I am ever ready to
"... go to encounter for the millionth time the 
reality of experience ..."
(James Joyce, 1948, p. 367)
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